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EMPOWERING ADOLESCENT GIRLS:   
APPLICATION OF AN EMPOWERMENT PROGRAM IN RURAL MANITOBA 
 
Abstract 
This study examined the impact of an in-school empowerment program on adolescent girls in 
rural Manitoba.  In this mixed methods research study, the sample, grade seven girls from 
four rural schools, participated in an eight-lesson empowerment program over three to five 
months.  The Multidimensional Self-Concept Scale was used as the standardized instrument 
in gathering quantitative data.  Participant interviews and program materials were used to 
gather qualitative data.  The research results support the effectiveness of the empowerment 
program for adolescent girls.  The quantitative data suggest a positive impact of the 
empowerment program with evident increases in test scores in global self-concept, and across 
the Social, Competence, Affect, Academic, Family, and Physical domains.  The qualitative 
data also support the empowerment program, with both participants and counsellors 
perceiving the empowerment program as a positive experience with evident benefits to 
participants, and recommending the program to other adolescent girls.  
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CHAPTER 1 
INTRODUCTION 
Adolescence is a time of transition.  Youth are moving into young adulthood, and as 
they make this transition they are faced with many internal and external challenges.  In this 
difficult stage of adolescent development, young people journey toward young adulthood 
being “flooded with changes in their bodies, emotions, and thoughts as they develop into 
sexually, reproductively mature individuals” (Chapman & Werner-Wilson, 2008, p. 507).  
Navigating these changes, emotionally and socially, is at the heart of adolescence.  
Adolescents are exploring and forming their identities, trying to make sense of their social 
world, and struggling to find their place (Chapman & Werner-Wilson, 2008; Crocetti, Rubini, 
Luyckx, & Meeus, 2007; Krayer, Ingledew, & Iphofen, 2008; LeCroy, 2004).  Independence, 
experimentation, and peer groups increase in importance for adolescents as they work to 
manage these many challenges.  
What is often overlooked is that each gender experiences adolescence differently.  
Due to the nature of our society, girls encounter unique challenges, separate and distinct from 
boys.  Both boys and girls are developing self-understanding, finding out who they are as 
well as who they are not, and are creating their identities: 
Although our society encourages boys and girls to be autonomous and to pursue 
individual accomplishments, girls also are taught that forming and sustaining 
relationships is of major importance.  More than boys, girls are expected to reconcile 
these two – often conflicting – definitions of success. (Shaffer & Gordan, 2005, p. 4) 
With the focus of adolescence on independence, girls are caught in a dichotomy between 
individuality and relationships.  Not only are girls expected to develop as individuals as they 
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begin adolescence, but they are also to display traditional feminine qualities while 
functioning within the male-dominated society.  This duality of societal expectation can 
create an inner conflict for girls who are trying to balance their needs with expectations 
placed upon them, which can result in girls‟ suppressing their true thoughts and emotions, 
often finding covert ways to express their needs and feelings.  
Empowerment can be defined as “participation in decision-making or having one‟s 
voice or opinion heard” and “having control over one‟s environment, life and resources” 
(Nation, Vieno, Perkins, & Santinello, 2008, p. 212).  In early adolescence, girls begin to feel 
less empowered.  They begin to lose their voice, “that is, their ability to speak out and to 
voice their opinions” (Friedman, 2003, p. 8), as they struggle to meet the conflicting 
expectations of society.  Since relationships play an important role in how girls navigate and 
interpret the world around them, “the pressure to conform causes girls to view themselves 
through the eyes of others, which prevents them from accurately judging their sense of self-
worth” (Shaffer & Gordan, 2005, p. 58).  There tends to be a “double monitoring” that 
occurs, so not only do girls feel pressure from boys to adhere to traditional gender roles, but 
there is pressure to conform from other girls as well (Currie, Kelly, & Pomerantz, 2006). 
Many factors influence feelings of empowerment for adolescent girls:  identity 
development, media messages, peer influences, sexuality, and gender inequalities.  Youth 
development programs for girls are needed to address the challenges facing adolescent girls 
while emphasizing their strengths, providing girls with the opportunity to “learn the 
information and skills necessary to successfully meet the demands being placed on them by 
peers, family, and society” (LeCroy, 2004, p. 430).  By addressing the factors influencing the 
lives of adolescent girls, empowerment programs may assist girls to meet their needs more 
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effectively, easing the challenging transition through adolescence.  School-based 
programming for empowerment may be a critical component in the development of 
adolescent girls, as they work to increase their social competence, self-esteem, and sense of 
empowerment. 
The Research Question 
 The study‟s primary research question is “What is the impact of an in-school 
empowerment program on girls in rural areas as they make the transition through 
adolescence?”  The research sub-questions are as follows: 
1. How do participants score on the Multidimensional Self-Concept Scale prior to 
implementation of the program, and immediately following implementation of the 
program? 
2. How do participants view their experiences in, and the effectiveness of, the 
empowerment program immediately following program completion?  
Researcher Motivation 
During my first years as a classroom teacher, I recognized that the social-emotional 
issues that students brought to the classroom each day often, out of necessity, took priority 
over the curricular outcomes for which I was carefully planned and prepared.  Assisting 
students to develop social-emotional balance in their lives became an essential component of 
my teaching practice, and counselling became my passion.   
Through my counselling practicum for my Graduate Diploma in Guidance and 
Counselling, I was fortunate to take a school counsellor placement in a grade 7 to 12 school.  
My caseload was primarily female students in later adolescence.  Most of the students on my 
caseload were in crisis, with issues of pregnancy, homelessness, family conflict, and 
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substance misuse in the forefront of their lives.  Although the backgrounds and life 
experiences of these girls differed, the feelings and ineffective coping strategies were 
frighteningly similar.  In my sessions with the girls, it became apparent that there had been 
indicators of problems earlier in their adolescent years.  For most, their cries for help had 
gone unnoticed, or unattended.  I pondered what action could have been taken, and what 
school programming could have been put in place to prevent the current state of life for these 
teens.  I strongly felt that there had to be something I could do within the school system to 
help the younger girls in our school community avoid this state of struggle and crisis as they 
made the transition through adolescence.  
While the adolescent clients I worked with deeply touched my heart, I also found 
myself concerned as a parent with a young daughter.  Could my daughter one day find herself 
in a similar situation?  How could I ensure my daughter‟s ability to navigate adolescence 
seemlessly, avoiding the struggles and crises of my clients?  I became concerned with how I 
as a school counsellor could support not only my daughter, but all daughters.  
Underlying all of this uncertainty was my own experience as an adolescent girl.  
Although my adolescent experience occurred decades ago, it still in many ways was part of 
my foundation as an adult woman.  I can clearly recall the insecurities and uncertainties of 
adolescence.  Through my own personal growth that has taken place over my adult life, I 
have gained insight into myself and have developed a strong sense of empowerment.  If only 
I could apply hindsight as I look back to my own adolescence – if I only knew then what I 
know now.  Helping adolescent girls to develop the skills associated with empowerment at an 
earlier age became a priority. 
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Self-efficacy does not have to be a characteristic only of womanhood.  Adolescent 
girls can be immersed in an environment that supports their senses of self, provides 
opportunity to develop effective skills and strategies, and nourishes empowerment.  My 
purpose became finding a way to create such an environment in my school through proactive 
programming.  I began conducting guidance groups for girls in grades seven and eight. These 
group meetings took place once every six-day cycle, with a focus on providing information to 
girls on several issues pertinent to adolescents, and providing an opportunity for discussion 
and community-building.  The girls involved enjoyed the groups, and perceived great benefit 
from the experience.  It was through this initial group experience that the topic for this 
research study – empowering adolescent girls – was identified. 
Overview of the Study 
This mixed methods research study examined the impact of an in-school 
empowerment program on rural adolescent girls.  An eight-lesson empowerment program 
was conducted for grade seven girls in four rural schools, with each school‟s counsellor 
facilitating the program over a three- to five-month period.  Fifty adolescent girls took part in 
the empowerment program and research study.  Forty-two participants completed the 
Multidimensional Self-Concept Scale (MDSCS) as a standardized clinical instrument to 
gather quantitative data on program effectiveness and the girls‟ growth.  Surveys, program 
materials, and interviews comprised the qualitative data for conducting this comparison.  
Significance of the Study 
This is an important project, as it gathered information regarding the impact that the 
in-school empowerment program has on adolescent girls in rural western Manitoba.  It 
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therefore addresses a significant gap in the literature on the effects of empowerment 
programs on adolescent girls in rural communities.  
The school counsellors involved in the study, including the researcher, are connected 
to current practice in the school system.  Already, counsellors taking part in the study have 
changed their practice to include empowerment programming for adolescent girls.  The 
results of this study will be shared with the school counsellors and divisions to further guide 
school program planning for adolescent girls.  
Definition of Terms 
 The following terms are important in the study: 
adolescence 
the stage of developing into an adult 
the process of growing up from puberty to maturity 
agency 
the capacity to act independently and to make choices 
culture-sharing group 
 an identifiable group that shares a culture of common understanding and ways  
empowerment 
 the ability to make decisions and implement change in one‟s own life 
the ability to “be yourself” (Currie, 2006) 
self-concept 
beliefs and feelings about oneself 
ideas, feelings, and attitudes about one‟s identity, worth, and capabilities 
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self-efficacy 
belief in one‟s abilities to achieve a goal 
perception of competence and ability to succeed 
self-esteem 
belief and confidence in one‟s value 
a feeling of respect for one‟s self and abilities 
feeling of self-worth 
transition 
a change from one state to another and the process by which this happens 
passing from one stage to another 
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CHAPTER 2 
LITERATURE REVIEW 
 Many themes relevant to understanding empowerment for adolescent girls are evident 
in the literature.  A holistic view of the topic includes the knowledge of the developmental 
stage of adolescence, and an awareness of the influence that gender differences and feminism 
have on empowerment.  Interventions are important during the transition through 
adolescence, and address the issues that girls face, including self-esteem and self-efficacy.  
The role of school and components of programs for adolescent girls are areas further 
contributing to a comprehensive understanding of empowerment.  The literature explains 
program results and program challenges.       
Adolescence 
Research on empowerment programs and adolescent girls clearly identifies 
adolescence as a unique period of development.  Adolescence, described as the frontier 
between childhood and adulthood, “has a richness and diversity unmatched by any other life 
stage” (Pipher, 1994, p. 52).  It is during this transition that adolescents experience “multiple, 
rapid, and profound changes” (LeCroy, 2004, p. 427), socially, emotionally, and physically.  
It is a time characterized by an increased desire for autonomy and independence as youth 
distance themselves from their parents, and involvement with and acceptance of peers take 
priority in their lives (Oberle, Schonert-Reichl, & Thomson, 2010, p. 1331).    
One of the primary goals of adolescence is identity development.  As adolescents 
grapple to establish the sense of who they are, they are often apprehensive and preoccupied 
with their self-image (Mouttapa, Weiss, & Hermann, 2009).  Adolescents face “tremendous 
pressure while finding a way around a new world” (Satir, 1998, p. 311), which contributes to 
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a greater sense of confusion and uncertainty throughout this synthesis of self (Luykckx, 
Schwartz, Goossens, Soenens, & Beyers, 2008).  While they begin to experiment with adult 
roles, adolescents are also adjusting to rapid biological and cognitive changes (Krayer, 
Ingledew, & Iphofen, 2008; Oberle et al., 2010).  In today‟s society, the role of identity 
development in adolescence has become more challenging, and the priority must become the 
facilitation and support of personal adjustment and well-being.   
Gender Differences 
Literature on adolescent development clearly indicates this time of transition as 
unique and challenging for everyone, but gender differences exist during this period and the 
challenge is more pronounced for girls.  Current research on “female‟s psychological 
development identifies adolescence as the most pivotal and vulnerable time for females” 
(Steese et al., 2006, p. 58), with the entry into adolescence increasing risk factors for girls 
(Miller, Malone, & Dodge, 2010).  An understanding of these gender differences and the 
resulting effects for females is critical as a precursor to empowering adolescent girls.  
Adolescence, with its focus on identity formation, brings different changes to the 
social worlds of girls and boys.  Gender role development is created in the often stereotypical 
context of idealized masculine and feminine traits and behaviours (Athenstaedt, Mikula, & 
Bredt, 2009; Stone, Barber, & Eccles, 2008), and with early adolescence the importance of 
these roles, and the “influence of gender intensifies” (Johnson, 2001, p. 116).  For males, the 
gender role frequently perpetuates “independence, assertiveness, and dominance, whereas the 
female gender role is associated with expressive behaviours and traits that reflect sensitivity 
to others and communality” (Athenstaedt et al., 2009, p. 400).  It is in this context of 
idealized images that adolescents determine which traits and behaviours they adopt and use to 
describe themselves.    
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For girls, the role of gender and identity development is profoundly shaped during 
adolescence and greatly influenced by society (Hoyt & Kennedy, 2008; Pinch, 2007).  Girls 
are “subjected to strong sociocultural forces” (Parker, Bermudez, & Neustifter, 2008, p. 1) 
while they struggle to determine who they are and how they fit in.  There often exists a 
conflict between the self and societal expectations of gender roles.  It is during this conflict 
that girls become aware that aspects of themselves are devalued in the male-dominated 
society, which greatly influences the development of self-esteem for girls (Friedman, 1998).  
As girls enter puberty, there is an “increase in socially sanctioned gender roles that encourage 
traditional „feminine‟ qualities such as passivity, with girls often encouraged to be „nice‟ or 
„kind‟ and ignore feelings that are less accepted” (Kelly, Bobo, Avery, & McLachlan, 2004, 
p. 127).  The cultural norms in our society, both explicit and implicit, perpetuate gender roles 
and impossible ideals, and “lead adolescent girls to develop self-doubt, distrust their own 
voices, and hesitate to express themselves freely” (Hoyt & Kennedy, 2008, p. 205).  It is this 
socialization and internalization of gender roles, as girls evaluate how they measure up to 
these unattainable ideals, that shake the foundation of the adolescent girl. 
When looking at the nature of adolescence as a stage of growing independence, 
further conflict arises for girls, as does the “strong support for exploring adolescent girls‟ 
developmental issues as separate and distinct from those of boys” (Kelly et al., 2004, p. 125).    
Society sees adolescence as a time of establishing autonomy and personal achievement 
(Bowie, 2007; Miller et al., 2010) within “an inherently competitive, individualistic field 
where relationships between individuals are rendered largely invisible” (Moulding, 2007,     
p. 67).  This is often contrary to the experience of girls and women, for whom interpersonal 
relationships are critical in their development (Kelly et al., 2004; Bowie, 2007).  Adolescence 
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then becomes a time when girls feel pressure to move toward independence and autonomy, 
which creates internal conflict.  Contradiction also arises because exactly at a time when they 
need the support and guidance of family and important adults “to safely negotiate the many 
challenges of coming of age” (Letendre, 2007b, p. 359), girls are pressured toward  
independence.  
The difficulties that the period of adolescence presents for female development is 
evident in many studies.  Friedman (1998) expresses that “until puberty, girls are healthier 
than boys” (p. 218).  Boys also report higher social competence and self-efficacy than girls 
during this period of development (Nation, Vieno, Perkins, & Santinello, 2008). Adolescent 
girls experience a drastic drop in self-esteem while adolescent boys experience increases in 
self-esteem, and girls show decreased confidence levels, particularly in math and science 
(Kelly et al., 2004).  Even the emotional and social responses to puberty changes differ for 
boys and girls, and this gender difference is often ignored (Kelly et al., 2004). 
How genders manage and experience stress is also markedly different.  Gender 
differences have been identified during early and middle adolescence “in the frequency of 
stressful events” (Mezulis, Funasaki, Charbonneau, & Hyde, 2010, p. 502), whereas this 
gender difference was not previously evident in childhood.  Depressive symptoms are 
reported more often from adolescent girls than boys, with girls experiencing more stressors 
than boys.  It may be that “girls enter adolescence with a ruminative style of responding to 
stressors that is less efficacious than boys more active coping styles” (Bearman & Stice, 
2008, p. 1260).  Further stress develops through girls‟ expression of anger, which is more 
likely to be communicated relationally rather than physically or aggressively, which creates 
greater distress for girls (Leff et al., 2010).  
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Pipher clearly describes the gender specific experience of girls as they navigate 
adolescence: 
Something dramatic happens to girls in early adolescence.  Just as planes and ships 
disappear mysteriously into the Bermuda Triangle, so do the selves of girls go down 
in droves.  They crash and burn in a social and developmental Bermuda Triangle.  In 
early adolescence, studies show that girls‟ IQ scores drop and their math and science 
scores plummet.  They lose their resiliency and optimism and become less curious and 
inclined to take risks.  They lose their assertive, energetic and “tomboyish” 
personalities and become more deferential, self-critical and depressed.  They report 
great unhappiness with their own bodies. (Pipher, 1994, p. 19) 
It is an understanding of this experience, and an acknowledgement of the critical 
discrepancies between the genders, that are required in order to support adolescent girls in 
their empowerment.  
Empowerment 
The past decades have brought a popularization of empowerment in theory and in 
practice.  Empowerment is conceptualized as “gaining mastery or control over a task, 
challenge, or circumstance” (Bay-Cheng et al., 2006, p. 74), or “the ability of individuals to 
obtain, by themselves or with the help of others, better control over their lives” (Itzhaky & 
Segal, 2001, p. 55).  The process of empowerment includes group participation, critical 
reflection and control over a person‟s life to which feminist scholars and psychologists 
include decision-making, and having a person‟s voice heard and valued (Nation et al., 2008).  
This process involves internal changes, like belief in one‟s decision-making and problem-
solving, and external changes, which include the application and practice of new information 
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and resources (Itzhaky & Segal, 2001).  The awareness of options and resources, goals, 
decision-making and problem-solving are also fundamental components of empowerment.  
Empowerment theory postulates that “the ability of people to improve their lives is 
determined by their control of their environment” (Itzhaky & Segal, 2001, p. 55) and the 
acquisition of power.   
For girls, the sense of empowerment decreases in adolescence (Nation et al., 2008).  
The negative changes girls experience in adolescence “suggests the need for an 
empowerment process” (Kelly et al., 2004, p. 124).  Empowerment for adolescent girls is 
strength based within an environment of solidarity and support (Johnson, 2003).  Goals of 
empowerment for adolescent girls are decreased risk behaviours, such as involvement with 
sex and drugs, and increased social competence and self-esteem.  For girls, “empowering 
behaviours have seeds of strength, lessen shame, and facilitate ownership of feelings, 
behaviours and the process of change” (Wood, Englander-Golden, Golden, & Pillai, 2010,   
p. 364).  The theory and goal of empowerment for adolescent girls is a positive aim, wanting 
to empower girls so they have skills and attitudes to navigate the challenges of adolescence 
with support (Wiseman, 2002).   
Intervention program groups for adolescent girls are avenues for empowerment.  
Having girls develop good feelings “about themselves, develop skills and knowledge to make 
smart choices for themselves, have the ability to take care of themselves, and gain power over 
their own lives, their relationships, and the broader world around them” (Goodkind, 2009,    
p. 417) are resulting benefits of empowerment.  Empowerment groups for girls facilitate 
collaboration and cohesiveness among girls, and provide an opportunity “to become 
comfortable in expressing their own voice” (Kelly et al., 2004, p. 124).  These groups can 
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increase awareness of injustices toward girls and increase social action school wide, with 
girls using their life experiences and seeing themselves as change agents (Hoyt & Kennedy, 
2008; Letendre, 2007).  Girls discover “motivation for change, self-efficacy, cognitive-
behavioural coping skills, and social support” (Wood et al., 2010, p. 363) through their own 
empowerment.  
 The research brings in the question, Can you empower others?  “Is empowerment an 
internal subjective state or is it an objectively and externally measurable phenomenon?” 
(Peterson, 2010, p. 307).  Or is it the nature of empowerment to be a self-directed and 
individual experience?  
The images of the empowered woman have been commercialized, and it is this 
commercialized image, “saturated in sex and stereotypes” (Cato & Carpentier, 2010, p. 272), 
by which girls and young women may be influenced.  These stereotypes are frequently 
perpetuated further under the guise of empowerment.  There also exist culturally-dependent 
and culturally-shaped definitions of empowerment (Peterson, 2010), which must be 
acknowledged in order to fully understand empowerment and appropriately serve clients 
from diverse cultural backgrounds.  
There is a paradox to empowerment in that “the very act of trying to empower 
someone else presumes a degree of power over that person” (Bay-Cheng et al., 2006, p. 74). 
There is also the risk that power differentials are reinforced as one person attempts to 
empower another.  Even the best intentioned empowerment programs with emphasis on 
strength and self-determination flow between liberation and regulation, and run “the risk of 
infringing on the self-determination of the very client is supposes to free from oppressive, 
prescriptive binds” (Bay-Cheng-et al., 2006, p. 77).  An understanding of the duality of 
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empowerment is paramount for counsellors who undertake empowerment programs for 
adolescent girls.  
The empowerment process through group work must be client driven and responsive 
to the needs of the girls (Bay-Cheng et al., 2006), with counsellors being aware of their own 
beliefs and biases.  It is also important to acknowledge that many factors contribute to the 
empowerment of adolescent girls, several of which are invisible to counsellors in their work, 
and “that mothers, fathers, sisters, brothers, teachers and numerous others play an important 
role in the empowerment of young girls” (Currie, 2006, p. 431).  Part of the reflexivity for 
counsellors is to remember that counsellors “do not empower the people they work with. 
Counselors merely provide the facilitative conditions that allow people to discover the 
internal resources to move their lives in positive directions.  In other words, people empower 
themselves” (Bemak, 2005, “Responses,” para. 3), with counsellors sustaining a supportive 
environment to nurture the process.   
Feminism 
 Empowerment programs for girls often have a foundation in a women-centered or 
feminist philosophy.  The application of feminist theory, along with the research, stresses 
“the importance of understanding the impact of sociocultural influences” (Johnson, 2003,     
p. 1195).  It is within the social and political context that the experiences of girls must be 
viewed in order to see the broader social dynamics of gender issues and use of power (Kelly 
et al., 2004; Moulding, 2007).  Three primary points of focus are identified from a feminist 
perspective:  “feminist-informed identity formation and maintenance, empowerment, and the 
encouragement of agency through skill development” (Parker et al., 2008, p. 3).  This 
perspective sees women in connection to relationships, and understands that class and 
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race/ethnicity influence and create different outcomes for women, and does not accept the 
status quo for women (Kelly et al., 2004).  Empowerment in this form emphasizes 
collaboration rather than competition.     
 With a feminist approach, identity development for girls is realized through their 
relationships and connection with others (Parker et al., 2008).  Rather than the focus on 
independence, counsellors view empowerment programs through a feminist lens, resulting in 
greater value being placed on interdependence, and the diversity and strength “in today‟s 
adolescent girl clients, their families and their communities” (Johnson, 2001, p. 105).  This 
creates a context in which girls can examine their life experiences and critically reflect on 
their position in the social world.  They can see where oppression of girls and women is 
fostered in society, recognizing that “much of what girls know, feel and think is silenced” 
(Currie, 2007, p. 393).  In the research, girls that were identified as empowered “were likely 
to espouse a belief in gender equality” and “refused to invest in positions that do not allow 
choice and expression of their „individuality‟” (Currie, 2007, p. 394).  Girls need to be able to 
take back their power, and challenge society‟s stereotypes and subordination of women. 
During the critical developmental period of adolescence, girls may benefit from 
female models of leadership and a validation of feminine empowerment (Hoyt & Kennedy, 
2008).  With interventions for girls, it is important for empowerment to be experienced 
distinctly by each individual.  Programs that do not allow for this diversity, but rather focus 
on a narrow vision of feminism, “will constrain rather than liberate girls‟ voices” (Bay-Cheng 
et al., 2006, p. 90), and can inadvertently perpetuate the societal conditions that confine 
adolescent girls.  There can also be a message given to girls that they need to change and are 
responsible themselves for making this change (Goodkind, 2009).  There exists a danger that 
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empowerment through feminist theory is contradictory, that in the conflicting expectations of 
traditional gender roles and feminism girls can talk of empowerment but do not act with 
empowerment (Bay-Cheng, 2006; Currie, 2007).  
Importance of Interventions 
Adolescents are faced with many challenges that result in substantial costs for girls, as 
they make the transition from childhood to adulthood (LeCroy, 2004; Miller et al., 2010; 
Steese et al., 2006).  As students enter middle school, there is an “increased risk and 
psychological stress for many youths” (Liang, Tracy, Kenny, & Brogan, 2008, p. 499).  This 
period of transition is accompanied by feelings of uncertainty and being overwhelmed.  Not 
only are girls encountering increased challenge and greater stress, but their willingness to ask 
for help declines with the transition into adolescence (Eliot, 2010).  It therefore becomes 
important to provide interventions for girls at this juncture, to support them through this 
transition.  
Intervention or prevention programs that are gender specific are important because 
“there are unique tasks that early adolescent girls need to master in order to transition 
successfully to adulthood” (LeCroy, 2004, p. 431). Working in groups helps girls to build 
relationships and connections with other girls and adults.  Because of the relational 
orientation of girls, groups can be an effective method of addressing the unique societal 
challenges that girls experience and while developing their empowerment (Walsh-Burke & 
Scanlon, 2000). Working in intervention groups can provide girls with positive role models, 
so they benefit not only from peer interaction, but also through working with empowered 
adult women.   
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With research indicating that “people who experience life without support are prone 
to loneliness, depression, and other poor mental health” (Goodkind, 2009, p. 407), youth 
development in the form of primary prevention efforts becomes important and helps to build 
self-esteem and resiliency as youth cope with life‟s challenges (Kelly et al., 2004; Mouttapa, 
Weis, & Hermann, 2009).  Prevention efforts aimed at challenging societal stereotypes and 
unrealistic standards, with a focus on healthy relationship and communication skills, can 
positively influence the well-being of adolescent girls (Krayer et al., 2008; Pepler, Jiang, 
Craig, & Connolly, 2008).  With early adolescence years marked as a “time of increased 
vulnerability and potential risk, they also constitute special opportunities for preventive 
interventions,” making adolescence “an ideal age group for preventive interventions to avert 
or delay the onset of problem behaviours” (LeCroy, 2004, p. 428).  These interventions aimed 
at early adolescent girls are paramount in promoting self-efficacy and providing social 
supports to circumvent potential harms (Hoyt & Kennedy, 2008; Vieno et al., 2007).  
Girls’ Issues 
Adolescent girls are struggling to determine their senses of self, who they are in a 
paradoxical society filled with mixed messages of what it means to be female, while facing 
more intense dangers and pressures that ever before (Johnson, 2001).  Girls, affected by 
sociocultural forces and gender roles in an environment of male-centred discourses and peer 
pressure toward conformity, are faced with complicated choices and challenges (Currie, 
2006; LeCroy 2004; Parker et al., 2008; Pipher, 1994; Steese et al., 2006).  It is during the 
experience of early adolescence that “many of the battles for the self are won and lost,” and 
the aftermath determines “to a great extent the quality of women‟s future lives” (Pipher, 
1994, p. 264).  For some girls, the scars obtained during adolescence “can leave a permanent 
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mark that can never be erased” (Simmons, 2004, p. 18).  Without intervention or change, the 
wide-ranging difficulties and issues that girls experience can continue to hinder their senses 
of empowerment and of self. 
 One great challenge for girls is the conflict that exists as they search for and develop 
their identities.  There is often a disparity between the true identity of girls and the societal 
expectations for girls, resulting in the creation of “a barrier between what they know to be 
true for themselves and the socially accepted persona that they construct” (Friedman, 1998,  
p. 219).  There develops an internal conflict as girls attempt to reconcile the dichotomy 
between the two.  The conflict festers as girls try to come to terms with their authentic, 
autonomous selves, and gender roles, expectations, social hierarchies, and contradictory 
discourses (Currie, 2007; Pipher, 1994; Wiseman, 2002).  The perceptions that girls have of 
this reality influences their senses of self, peer relations, and behaviours (Cato & Carpentier, 
2010), until “girls become fragmented, their selves split into mysterious contradictions” 
(Pipher, 1994, p. 20).  They are pressured to “abandon the self,” and will “conform, 
withdraw, be depressed or get angry” as responses to this pressure (Pipher, 1994, p. 43).    
 Female anger and aggression must be considered when looking at the empowerment 
of adolescent girls.  In this crucible of adolescence, girls are conditioned and socialized not to 
express or feel their anger.  As a result of not having skills of expressing anger effectively, 
girls may “resort to using relationally aggressive behaviours” (Bowie, 2007, p. 112), and 
“secret acts of meanness” (Simmons, 2004, p. 107), which are often directed at other females 
(Brown & Tappan, 2008).  Often, relational aggression and displays of anger among 
adolescent girls are conducted under a façade, while “appearing to be „nice‟ and „good‟ girls” 
(Sammet, 2010, p. 153).  Other issues, such as depression, self-harm and eating disorders, 
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arise for girls as they attempt to suppress their feelings.  Aggressive behaviour left unchecked 
“puts girls at significant risk for development of more serious social and emotional problems” 
(Letendre, 2007b, p. 354) that may carry over into later adolescent and adult relationships 
(Pepler et al., 2008), so it is important that girls learn to express anger and manage 
differences with others effectively.  
 Relationships play an integral role in the lives of girls.  Adolescent girls are 
“interdependent persons who place a high value on the development and nurturing of 
relationships” (Bowie, 2007, p. 113).  There is a socialization of girls in how they should 
manage their relationships (Bowie, 2007), and considering others‟ needs becomes an 
influence that guides their moral development (Letendre, 2007b).  The challenge in 
adolescence becomes balancing the need for strong interpersonal relationships with the 
expectation of autonomy during this time of transition.  
 Although relationships are the foundation of existence for girls, they also become a 
tool of power and control, “a double-edged sword – they‟re key to surviving adolescence, yet 
they can be the biggest threat” in the lives of adolescent girls (Wiseman, 2002, p. 2).  There 
develops a social pecking order and hierarchy within the relationships of adolescent girls, 
which govern interactions and behaviours, and impede their self-identity and self-esteem.  
The pressure to fit in and affiliate with other girls is tremendous, and “this is one of the 
reasons why they suffer from a decrease in self-esteem as they enter adolescence” (Wiseman, 
2002, p. 10).  As the challenges arise in relationships with friends, girls “turn to romantic 
relationships to meet their social-emotional needs but lack the necessary skills to negotiate 
these complicated interactions” (Letendre, 2007b, p. 361), adding another dimension of 
difficulty. 
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 The media dominates much of our society, maintaining a powerful role in the lives of 
adolescent girls.  Adolescent girls are bombarded with media messages.  With messages 
“from magazines to marketing campaigns to music videos, girls today are surrounded by 
mass media images of girls and women” (Girls incorporated, n.d.).  These messages 
contribute to their sense of self, and take on a critical role in socializing the behaviour of girls 
(Brown & Tappan, 2008; Friedman, 2003; Krayer et al., 2008).  Girls often feel less than the 
unattainable images that they see in the media, which affects their physical and emotional 
health.  At a time when girls are struggling to adjust to their changing pubescent bodies, they 
are surrounded by media standards of sexuality.  Girls are sent mixed messages about their 
sexual identity, from the heightened sexuality and promiscuity of the media to the societal 
expectation of being a “good girl” with internalized feelings of shame and objectification 
(Kelly et al., 2004). 
 As girls are coming of age in a more sexualized, sexist, look-obsessed, media-
saturated culture, they endure devastating effects on self-esteem and confidence, as well as 
increased substance use and sexual behaviour (LeCroy, 2004; Pipher, 1994; Walsh-Burke & 
Scanlon, 2000).  Adolescent girls endure “a painful world where the value of self-worth is too 
often tied to an impossible standard of beauty” (Wiseman, 2002, p. 76), and “surrender their 
relaxed attitudes about their bodies and take up the burden of self-criticism” (Pipher, 1994,   
p. 57).  They can develop high levels of body dissatisfaction, negative body image, and binge 
dieting practices that are linked to the development of eating disorders (Moulding, 2007).  
These factors are greater predictors for depression, as are the repeated dietary failures that 
cause further emotional distress (Bearman & Stice, 2008).  Girls‟ body image, the “mental 
concept of her physical appearance, constructed from many different influences” (Steese et 
22 
 
al., 2006, p. 59), is distorted by the mixed messages perpetuated in the media and society:  
“Be beautiful, but beauty is only skin deep. Be sexy, but not sexual. Be honest, but don‟t hurt 
anyone‟s feelings. Be independent, but be nice. Be smart, but not so smart that you threaten 
boys” (Pipher, 1994, p. 35).  They attempt to attain the unattainable ideal of physical 
attractiveness, degrade themselves in order to avoid vanity, and often humiliate each other 
into feeling ashamed of their bodies (Letendre, 2007; Wiseman, 2002).  During adolescence, 
girls present fairly uniform negative feelings about the changes in their body (Kelly et al., 
2004).  They respond by “feeling fat” in order “to displace feelings that they are generally 
encouraged to repress and to describe experiences for which they often have little language or 
which make them feel unsafe” (Friedman, 1998, p. 219).  There develops a disconnect in the 
self whereby girls are no longer attuned to their bodies and their feelings.    
 The conflict that girls experience between what they know and what is expected of 
them has substantial impact on their sense of voice, particularly as girls act in service of 
others and align with the society that marginalizes their values and experiences (Brown & 
Tappan, 2008).  Voice, which “refers to a form of authentic and unmitigated self-expression” 
(Bay-Cheng et al., 2006, p. 78), deteriorates as girls make the transition through adolescence.  
During adolescence, as girls are developing a voice they are simultaneously silenced by the 
forces around them (Hoyt & Kennedy, 2008).  With the understanding of the importance of 
voice, “empowering adolescent girls through the preservation of their voice” (Bay-Cheng et 
al., 2006, p. 78) is the aim of many preventive interventions.  
To further the problems of self-identity for adolescent girls, “adolescents with low 
self-image are more likely to use substances” (Mouttapa et al., 2009, p.704).  Early 
experimentation with substances “is a precursor to regular substance use and concomitant 
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problems” (Sawyer & Stevenson, 2008, p. 467), and regular substance use negatively affects 
self-image (Mouttapa et al., 2009).  Popularity is connected to high levels of substance use; 
therefore, with popularity often being a focus of adolescence, girls can be exposed to 
environments with increased substance use (Williams et al., 2010).  The many challenges that 
girls face create stress.  The internalization of this stress severely compromises positive 
development (Thomas, Davidson, & McAdoo, 2008; Ybrandt, 2008; Zhong & Schwartz, 
2010).  Problematic substance use can be one way that girls hurt themselves in their attempts 
to manage this internalization of stressors (Zhong & Schwartz, 2010).  
 The psychological problems of stress and social pressures adversely affect girls‟ 
mental health and well-being, including eating disorders, suicide, substance use, sexually 
transmitted infections (Steese et al., 2006; Hoyt & Kennedy, 2008; Luykckx et al., 2008).  
The transition from eighth to ninth grade is a time where adolescents are most likely to 
experience these challenges (Mouttapa et al., 2009).  A rapid increase in depression occurs 
when the gender difference becomes evident, with girls twice as likely as boys to experience 
depression (Bearman & Stice, 2008; Mezulis et al., 2010; Miller et al., 2010).    
 Peer relationships are another facet of development that plays an important role in the 
empowerment of adolescent girls.  Adolescents form their senses of self in the context of peer 
relations, with peers acting as important reference targets as adolescents are attempting to fit 
in and be accepted, and as norms, boundaries, and the definition of self are established 
(Krayer et al., 2008; Liang et al., 2008).  These relationships with peers are critical in the 
development of healthy adolescents, and are a strong predictor of mental health, particularly 
for females (LeCroy, 2004).  A sense of belonging to a peer group increases confidence, 
contributes to self-identity, and protects girls from isolation (Letendre, 2007b), while 
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significantly contributing to academic development, social functioning, and self-esteem 
(Oberle et al., 2010).  The value that adolescents place on peer relationships increases the 
vulnerability and fear associated with the loss of, and conflict within, these relationships 
(Bakker et al., 2010).  
 The potential rejection by peers is a universal stressor for early adolescents, at a time 
when psychological well-being is dependent upon peer acceptance (Bakker et al., 2010; 
Oberle et al., 2010; Sammet, 2010).  Findings show “that middle school students with strong 
social supports, such as close mutual friendships, at the beginning of sixth grade had better 
adjustments even 2 years later in eighth grade, whereas those without such friendships 
reported higher levels of emotional distress and sadness, and less self-worth” (Liang et al., 
2008, p. 500).  Peer pressure and the importance of peers contribute to an overall decline in 
optimism, mental-health, and well-being reported during early adolescence (Bakker et al., 
2010; Oberle et al., 2010).  Within social groups, there also exists a hierarchy that further 
contributes to the pressure and stress associated with peer relationships.  
An understanding of the issues girls face, and the resulting effects, is a driving force 
behind intervention programs.  The ways in which girls manage their problems “can have 
implications for their adult lives.  Without some help, the loss of wholeness, self-confidence 
and self-direction can last well into adulthood” (Pipher, 1994, p. 24).  Although adolescent 
girls are developing into “mature, insightful, self-reflective” people, they “are still teetering 
on the edge of childhood” (Shandler, 1999, p. 279).  Increasing positive youth development 
and empowerment will assist girls in making choices that will maintain their authentic selves. 
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Self-Esteem and Self-Efficacy 
Self-esteem, “a personal judgment of worthiness” (Pajares & Schunk, 2001, p. 243), 
is critical in adolescence.  Self-esteem or self-concept is a product of interpersonal 
interactions, created in the context of healthy relationships and empathy (Friedman, 1998; 
Ybrandt, 2008).  Although the development of self-esteem is seen as “a major developmental 
task of adolescence” (Corte & Zucker, 2008, p. 1283) as adolescents are trying to establish a 
sense of their place in the social world (Stone, Barber, & Eccles, 2008), it can be difficult to 
maintain due to the nature of adolescence.  Girls in early adolescence have lower self-esteem, 
confidence, and independence, and their self-esteem and school performance are negatively 
affected by teasing (Hoyt & Kennedy, 2008; Kutob, Senf, Crago, & Shisslak, 2010).  Self-
esteem “is a key protective factor in decreasing risk across negative outcomes” (Heinze, 
Jozefowicz, & Toro, 2010, p. 1371), acting as a buffer to prevalent risk factors.  
“Positive self-esteem (also sometimes referred to as self-concept, self-perception, or 
self-worth) is associated with academic achievement, occupational success, and a 
sense of well-being.  Negative self-esteem, on the other hand, has been linked to a 
number of psychological and behavioural problems, including disordered eating, 
substance abuse, anxiety, depression, suicide, conduct disorders, obesity, and poor 
school performance.” (Kutob et al., 2010, p. 241) 
Therefore, self-esteem or self-concept can be either a risk factor that contributes to poor 
social functioning, problem behaviours, and mental health issues, or a protective factor that 
strengthens well-being.   
Many of life‟s challenges are based on the beliefs that people hold of themselves and 
how they see their place in the world (Pajares & Schunk, 2001).  Adolescent girls, who are 
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greatly influenced by societal expectations and peer interactions, begin to “lose confidence as 
they „disown‟ themselves” (Pipher, 1994, p. 38).  A decrease in self-esteem correlates to 
increased risk-taking behaviours, which can be an attempt to escape the feelings of a negative 
self-concept (Corte & Zucker, 2008).  This element also influences drinking onset and 
drunkenness, so that adolescents with a negative self-concept tend to start drinking at an 
earlier age (Corte & Zucker, 2008).   
 Self-efficacy is another important factor for adolescent girls and their empowerment.  
Self-efficacy is the personal level of confidence in one‟s abilities, or “an individual‟s belief 
about his/her ability to perform a particular behaviour in a given situation” (Rostosky, 
Dekhtyar, Cupp, & Anderman, 2008, p. 278).  With self-efficacy and that internal perception 
of control, adolescents acknowledge their ability to make safe, informed decisions that 
prevent risk-taking behaviour and initiate positive changes (Peterson, 2010).  A strong sense 
of self-efficacy may positively influence an adolescents choices and behaviour (Vieno, 
Santinello, Pastore, & Perkins, 2007).  While a high sense of self-efficacy increases effort, 
persistence, and resilience, it also reduces stress and anxiety as adolescent girls engage in 
various activities (Pajares & Schunk, 2001).  
The literature suggests that self-esteem and resiliency can be built through 
interventions, which can work to prevent risk behaviours (Mouttapa et al., 2009), and 
indicates that the asset of positive self-esteem and self-efficacy assists adolescents in 
avoiding emotional difficulties (Vieno et al., 2007).  Working with adolescent girls to help 
them build positive self-esteem and self-efficacy is therefore of paramount importance.  
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Role of School 
 Along with family and peers, school plays a significant role in the lives of adolescent 
girls (Vieno et al., 2007).  It is critical to analyze how schools, particularly middle schools, 
can influence adolescent girls‟ empowerment.  The transition from elementary school to 
middle school creates a “significant psychological shift that warrants attention and perhaps 
intervention” (Briggs et al., 2010, p. 21), as increased risk and stress accompany this 
developmental transition (Liang et al., 2008).  According to the World Health Organization – 
Health Behaviours in School Ages Children survey, Canadian girls ranked 26
th
 out of 40 
countries, while Canadian boys ranked 21
st
 in measures of bullying and victimization (Rubin-
Vaughn, Pepler, Brown, & Craig, 2011).  With the discrepancy between student‟s academic 
and social experiences, as Canadian children ranked 3
rd
, 4
th
, and 7
th
 in science, reading and 
math, “it is clear that we must focus on further supporting children‟s social development at 
school” (Rubin-Vaughn et al., 2011, p. 166).  Often, this pursuit of academic progress comes 
at the expense of social-emotional development of students (Letendre, 2007).   
 The conditions found in the school environment provide several stressors, including 
school transitions during puberty, unequal opportunities, and inconsistent expectations for 
girls (Johnson, 2001; Mono & Keegan, 2000).  These stressors contribute to low self-esteem, 
poor self-image, academic underachievement, decreased confidence, and increased 
depression.  Because schools are a potentially hostile environment that inadvertently 
contributes to the self-consciousness and decreasing assertiveness of adolescent girls, 
preventive interventions and training must be developed to help girls to thrive and be 
empowered (Kelly et al., 2004; Mono & Keenan, 2000; Walsh-Burke & Scanlon, 2000).   
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Adolescence is “teeming with energy and fraught with danger.  Growth requires 
courage and hard work on the part of the individual, and it requires the protection and 
nurturing of the environment” (Pipher, 1994, p. 292).  Within the school environment, where 
girls spend much of their day, this protection and nurturing must be provided.  There is an 
increase in achievement, positive self-concept, and well-being in schools that convey a 
supportive environment (Weiss & Baker-Smith, 2010; Ybrant, 2008).  When the school 
environment “provides conditions supportive of positive efficacy beliefs, then adaptive 
functioning in early adolescence is more readily achieved” (Vieno et al., 2007, p. 179).  
School-based interventions, “designed to improve self-esteem in children with the goal of 
increasing positive outcomes and preventing negative consequences of low self-esteem 
(Kutob et al., 2010, p. 241), need to take into consideration the systemic factors in order to be 
effective (Leff et al., 2010).  In order to prevent feelings of loneliness, depression and other 
poor mental health outcomes that result from lack of support, schools can focus on creating 
an environment rich in support and positive relationships (Goodkind, 2009).  
Perceived support from teachers and a sense of community within the school 
contribute to the pro-social behaviour, self-efficacy, and well-being of students (Liang et al., 
2008; Vieno et al., 2007).  The caring and connected relationships between teachers and 
students in a positive school climate promote positive outcomes for students (Eliot, 2010; 
Letendre, 2007).  When teacher-student relationships are supportive, asking for and accepting 
help becomes the norm (Eliot, 2010; Heinze et al., 2010).  School-based groups have “the 
potential to be especially rich through drawing on the alliance already established between 
the students and an adult they perceive as safe and nonjudgmental” (Walsh-Burke & Scanlon, 
2000, p. 75).  Having a positive orientation to school, and positive relations with adults are 
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identified as promotive factors against delinquency, are connected to positive sexual health, 
and empower students to make positive choices (Heinze et al., 2010; Saewyc, Taylor, 
Homma, & Ogilvie, 2008; Whitney, Renner, & Herrenkohl, 2010).  
Structuring schools in ways that validate and nurture the strengths of girls (Pipher, 
1994) may require making changes “so that no girl feels caught in a bind between gender 
expectations and achievement” (Bell, 1996, p. 427).  Programs that meet the girls‟ needs in 
positive ways are essential for girls to build healthy relationships, assertiveness skills, conflict 
resolution, and an understanding of societal “-isms” that empower adolescent girls and 
provide an avenue to process the social and emotional turmoil that they experience (Pipher, 
1994; Letendre, 2007b).  Curriculum-based approaches “have much to offer those who seek 
to help children develop interpersonal skills that will lead to more satisfying interactions” 
(Letendre & Wayne, 2008, p. 303), while providing modeling, practice, and reinforcement 
(Leff et al., 2010).  Having all girls involved in preventive interventions, rather than only 
high-risk girls in a pull-out format, is another feature of effective programming (Leff et al., 
2010).  Through a healthy school environment, girls can “develop and maintain positive self-
esteem, and thereby enhance their school performance” (Kutob et al., 2010, p. 247) and 
support the voice of adolescent girls.     
Counsellors must also “embrace the promotion of student wellness and positive 
school climates” (Briggs et al., 2010, p. 6) as they support girls in developing empowerment.  
When counsellors conduct empowerment group sessions during the school day, they 
maximize the opportunities for students at risk (Ball, Kerig, & Rosenbluth, 2009), as well as 
support all girls. 
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Components of Program 
Early prevention and intervention programs provide opportunities and support for 
adolescents, developing “healthy academic, social, and emotional coping skills” (Rostosky et 
al., 2008, p. 167), as they face increasing challenges and navigate the transition of 
adolescence (Thomas, Davidson, & McAdoo, 2008).  The goal of youth development 
programs for girls is to “confront subtle societal messages about their value and potential, and 
prepare them to lead successful, independent, and fulfilling lives” (Girls incorporated, n.d.).  
Building and sustaining self-esteem, confidence, authenticity, and resilience are further 
focuses of empowerment programming to counteract the factors that hinder girls‟ positive 
growth, such as eating disorders, suicide, depression, addictions, and relational aggression 
(Steese, 2006; Thomas et al., 2008; Walsh-Burke & Scanlon, 2000).  The groups develop 
positive connection, personal strength, and competence, and build an “alliance between girls 
and adult women, to increase awareness of the pressure girls experience in contemporary 
culture and to teach strategies that support girls in developing and maintaining authentic 
selves” (Walsh-Burke & Scanlon, 2000, p. 71).  The opportunity to build positive peer and 
adult support is created through empowerment programming.   
Preventative programs must start early, with adolescence being “an ideal age group 
for preventive interventions to avert or delay the onset of problem behaviors” (LeCroy, 2004, 
p. 428).  Prior to and in the early stages of puberty, girls are more eager participants in these 
types of programs.  This is also a period when parental preferences are more likely to be 
considered, making adolescents at this stage more open to making positive choices (Sawyer 
& Stevenson, 2008).  Providing positive development programs as a type of prevention 
supports the work of families and schools. 
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Empowerment programs need to be in-depth, ongoing, and reflective of girls‟ 
developmental stages, in order to successfully support adolescent girls and initiate change 
(Friedman, 1998; Kelly et al., 2004).  The programs also need to be given in “a safe 
environment to foster openness and willingness to explore deeply personal and challenging 
issues” (Bemak, 2005, “Responses,” para. 16).  The group setting is built on respectful 
relationships and trust, encouraging participants to experience and practice positive 
relationship interactions and build self-esteem (Ball et al., 2009).  As counsellors work 
flexibly, managing crises, concerns, and the dynamics of the group, they provide “an 
emotionally safe space” for girls “to open up, consider new perspectives, and learn new 
skills” (Ball et al., 2009, p. 52).  Group counsellors must balance the process of group work 
and the content of material in a structure that meets the developmental needs of adolescent 
girls (Letendre & Wayne, 2008; Sammet, 2010). 
Gender-specific programs can better meet the needs of adolescent girls.  Because of 
the importance that girls place on relationships and connection to others, and because of their 
interest in peer interaction during this period of development, group work is an ideal method 
for programming with adolescent girls (Letendre, 2007; Walsh-Burke & Scanlon, 2000).  
Gender-specific programs help to ensure that the issues that are unique to girls are addressed 
in the group intervention programming, as the adolescent girl experience is separate and 
distinct from that of boys (Kelly et al., 2004; LeCroy, 2004).  A girls‟ group provides “safety, 
trust, common experiences, confidentiality, and equality, conditions often affirmed in 
feminist consciousness raising groups” (Bell, 1996, p. 420).  When girls experience positive 
development programming together, they can share concerns, discuss their shared experience, 
and challenge societal norms and pressures while experiencing authentic relationships (Bell, 
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1996; Letendre, 2007b; Steese et al, 2006).  Gender-specific groups help to build coalitions 
and solidarity, a sense of community, which can intervene in the occurrence of girls taking 
their frustrations and anger out on each other (Brown & Tappan, 2008; Simmons, 2004).  
Gender-specific programming maximizes “opportunities for girls‟ growth and development” 
(Kelly et al., 2004, p. 130), and helps girls to develop their voice. 
Adolescents face many difficulties as they mature into young adults. While these 
challenges of adolescence are many, “the majority of girls successfully navigate the transition 
from girlhood to womanhood” (Currie et al., 2006, p. 420).  Focusing on the strengths of 
adolescent girls, existing and potential strengths rather than on problems, is helpful in 
presenting youth development programs that provide an opportunity to support adolescent 
girls and to increase their feelings of empowerment (Walsh-Burke & Scanlon, 2000).  
Effective empowerment groups build on the girls‟ strengths, “incorporate input from the girls 
themselves, and provide the resources, opportunities, and encouragement girls need to define 
themselves in a positive manner” (Kelly et al., 2004, p. 124).  Applying a strength-based 
approach in working with adolescents fosters positive development and well-being, while 
“building competencies, enhancing connections, and empowering the adolescent” (Johnson, 
2001, p. 108).  As adolescent girls positively address the challenges that they face, they feel 
more empowered.  Since girls who successfully manage the challenges of adolescence 
“develop a secure identity and a flexible set of skills that allow them to address a wide variety 
of life experiences” (Shaffer & Gordan, 2005, p. 46), it is necessary to provide environments 
and information that can support girls in their development.  With a focus on strength-based 
perspective, empowerment programs can help girls to more readily meet the challenges of life 
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(Letendre, 2007). As girls feel strengthened by their knowledge and relationships, they are 
better equipped to deal with the pressures of their lives in positive ways. 
Designing a program for empowering adolescent girls must directly address the 
challenges that girls face in their daily lives, as well as acknowledge their individual and 
collective strengths.  One of the often neglected challenges is the culture and society in which 
girls grow up.  Living in a society that is complicated, violent, and sexualized (Pipher, 1994), 
and that perpetuates a different set of expectations and norms for girls than it does for boys, 
greatly diminishes the selves of adolescent girls.  Empowerment programs for girls must 
incorporate critical pedagogy in order to raise girls‟ awareness of the social conditions that 
oppress girls and women, by developing “a critical consciousness that enables learners to 
recognize connections among their individual problems and the experiences and social 
contexts in which they are embedded” (Thomas et al., 2008, p. 290).  Empowerment groups 
can give girls the opportunity to “reflect upon and actively negotiate the immediate 
conditions of their gendered performance of girlhood” (Currie, 2006, p. 432), and create the 
conditions in which girls can challenge the stereotypes of society and be empowered to 
achieve their full potential.  Helping girls to read and critique the culture in which they live, 
teaching positive coping strategies, and having them identify internal and external resources 
will facilitate their successful navigation of the transition through adolescence with 
confidence and a strong sense of self (Brown & Tappan, 2008; Currie, 2006; Pipher, 1994).   
Assisting girls in developing a strong sense of self, rather than trying to please others 
at the expense of themselves, is of paramount importance.  Self-acceptance and self-efficacy 
are important resources linked to mental health and well-being (Moulding, 2007; Vieno et al., 
2007).  Especially for girls, they offer protection “against common problem behaviours 
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during this period” (Ybrandt, 2008, p. 11).  Intervention programming can assist girls in 
finding alternatives to meet their needs and feel good about themselves at the same time, in a 
safe environment that allows them to explore and expand their sense of self (Bell, 1996; 
Parker et al., 2008).  Media literacy can be incorporated into empowerment programs to help 
girls “discriminate the broader culture‟s definitions of self-worth” (Kutob et al., 2010,  
p. 247).  Through empowerment programs, girls can learn “to value their experience, 
knowledge, and diverse ways of knowing, to respect themselves for who they are, and to use 
their identity as a starting place of voice and action, rather than one of silence” (Hoyt & 
Kennedy, 2008, p. 217), creating a positive sense of self that resists opposing cultural 
messages.   
 Because relationships are vital in the lives of adolescent girls, maintaining healthy 
relationships must be a component of an effective empowerment program.  Experiencing 
trusting relationships, both with peers and adults, is crucially important (Ball et al., 2009).  
Girls need relationships that foster their personal growth.  Peers are instrumental in how girls 
make sense of their social world, which in turn determines on how they see themselves. 
Often, the needs of others take priority over the needs of self, with girls silencing their own 
voices, withdrawing from sharing their own thoughts and views.  Adolescent girls must learn 
how to “balance between being true to oneself and responsive to the needs and opinions of 
others” (Shaffer & Gordan, 2005, p. 46).  Providing opportunities to learn and practice 
healthy forms of communication results in more positive boundaries and healthy 
relationships.  
Empowerment groups offer an environment that cultivates authentic relationships for 
girls to “voice their thoughts and feelings” and build “relationships that are as open and 
35 
 
mutual as possible, and in which partially formed thoughts and strong feelings can be spoken 
and heard” (Sammet, 2010, p. 153).  Counsellors in groups model authentic relationships 
based in reciprocity, and having women serve as positive role models for girls is an impetus 
for behaviour change (Friedman, 1998; Kelly et al., 2004).  Another aspect of relationships is 
differentiation, whereby girls see themselves as distinct from the relationship while being 
emotionally connected to the relationship (Parker et al., 2008).  Empowerment for adolescent 
girls is developed through differentiation as it strengthens interpersonal boundaries.  
Interventions that focus on skill development and healthy relationships contribute to reducing 
the use of power and aggression, thus increasing positive mental health (Letendre, 2007b; 
Pepler et al., 2008).  Healthy relationships result when girls express their true feelings in a 
direct manner, ask for help when they need it, and develop their own voice.  
Along with creating a safe, engaging environment based in positive relationships, 
empowerment programs must include adolescent girls in each step of the process (Letendre, 
2007; Sammet, 2010).  The empowerment group is a partnership between counsellor and 
girls, “transmitting knowledge from facilitator to participants and transmitting knowledge 
from participants to facilitator” (Thomas et al., 2008, p. 292).  As girls are given the 
opportunity to respond freely, the natural and pertinent issues are disclosed (Krayer et al., 
2008).  This partnership and involvement in decision-making is a critical factor in 
empowerment for adolescent girls.  Girls can better develop an internal locus of control, the 
sense they have influence over their experiences, when they are actively involved in 
developing the group agenda, determining group norms and supporting each other during the 
process, and when the counsellor honours their contributions (Bemak, 2005).  Developing a 
constructed knowledge “in which they recognize and communicate opinions, thoughts, and 
36 
 
needs, girls and women need to actively participate in environments that assist them in 
developing their own voice and life direction” (Kelly et al., 2004).  The resilience and 
empowerment that develops through this partnership transfers to their other life experiences.    
Positive youth development or empowerment programs must also focus on skill 
development.  While activities are designed to be fun (Walsh-Burke & Scanlon, 2000), “they 
are grounded in girls‟ experiences and in the realities of their lives” (Friedman, 1998, p. 219).  
The safe environment creates a space for adolescent girls to learn new skills and take risks, 
while they reinforce positive behaviours, and challenge self-concepts (Friedman, 1998; 
Steese et al., 2006).  Learning new skills and applying them in the safe setting of the 
empowerment program “can improve interpersonal interactions as well as prevent the 
development of more extensive social and emotional problems” (Letendre & Wayne, 2008,  
p. 291).  Members bring different levels of skills and experience to the group, but the journey 
to self-awareness and personal growth is a personal one and girls can support one another 
along the way.   
Empowerment programs for adolescent girls must help girls to develop critical 
thinking skills (Pinch, 2007; Thomas et al, 2008). Girls can not merely accept the media 
images, traditional feminine roles, and gender inequities of today‟s society without 
sacrificing their own personal power.  A secure “sense of „Who I am‟ is necessary for the 
kind of reflexivity” (Currie et al., 2006, p. 430) that is associated with empowerment.  If girls 
are to develop a clear sense of self, they must challenge unrealistic standards set by society. 
As girls learn and apply critical thinking, they “raise consciousness about issues of gender, 
class, age, and other power dynamics by which girls are influenced and, in turn, can influence 
(and thus increase a sense of personal power)” (Mono & Keenan, 2000).  Empowerment 
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programs provide avenues for girls to discuss and to critique their world, rather than just 
accepting the status-quo.  Through empowerment programs, girls learn that their worries and 
concerns are not unique but shared by others, and they can work together to develop and 
practice new ways of thinking and behaving (Letendre, 2007).  Developing decision-making 
skills is another tool that equips girls to manage the challenges of adolescence, since 
“decision-making is a key aspect of power and a sense of empowerment” (Nation et al., 2008, 
p. 229).  This ability to think critically and make sound decisions is a valuable resource for 
adolescent girls as they navigate the challenges in their daily lives. 
Communication and conflict resolution skills are critical life skills that girls need to 
develop (Friedman, 1998; Kelly et al., 2004; Ball et al., 2009).  These skills are resources for 
life, “promoting self-efficacy and encouraging positive interactions with others” (Letendre & 
Wayne, 2008, p. 291).  Teaching communication skills, with counsellors modeling assertive 
communication styles, is an integral component of effective programming.  The use of a 
“talking stick,” a custom of First Nations cultures, “teaches girls that they have a right to be 
listened to and that what they have to say is important.  It helps each girl retain her voice at a 
time when she is most in danger of losing it” (Friedman, 1998, p. 221).  Counsellors can 
attune the program to better respond to the talents and needs of girls as they observe the ways 
that the group members have been socialized to express their feelings and attempt to protect 
themselves from harm, as need should inform and direct programming (Letendre, 2007b).   
Being empowered also includes advocating and acting on one‟s own behalf.  Girls 
need to learn positive coping strategies that they can apply independently as they journey 
through the challenges of adolescence.  Increased problem-solving skills are associated with 
better physical and mental health, improved social adjustment, and decreased depression and 
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anxiety, and they assist girls in better coping with adversity.  Empowerment groups offer new 
learning to girls, with the benefits of working together to solve problems (Johnson, 2001; 
Mono & Keenan, 2000).  Teaching problem-solving skills is relevant to adolescents adjusting 
to the transition to middle school, as the success of this transition is determined by the 
relational challenges and the presence of supportive relationships (Liang et al., 2008).  Girls 
need to be able to identify their resources, and know how and when to access them (LeCroy, 
2004).  Learning to express their emotions in a healthy way is critical in their lifelong 
success, as is accessing the resources and supports necessary to help them during times of 
emotional duress.  Empowerment programs can help girls to develop a toolbox of resources 
and positive coping strategies, including art work and journal writing, centering, physical 
exercise, and reaching out to friends and family for support, while providing girls with a safe 
environment in which to practice their new-found skills (Friedman, 1998; Pipher, 1994; 
Simmons, 2004). 
Empowerment programs need to include accurate facts and information about the 
physical and emotional changes that girls experience in adolescence.  Girls gain an average of 
40 pounds, and grow 10 to 12 inches during puberty (Shaffer & Gordan, 2005).  This rapid 
growth conflicts with the media messages surrounding them, and many girls develop 
distorted body images and are unsatisfied with their appearance.  To compound this anxiety, 
“in middle school, the wide variation in emotional and physical maturity exacerbates what is 
already the complex process of development” (Shaffer & Gordan, 2005, p. 119).  When girls 
know the changes that puberty brings, and understand the wide variation of individual 
experiences, they can begin to accept their own bodies and develop positive self-image. 
While girls “receive accurate information about the changes that are occurring to their body” 
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(Kelly et al., 2004, p. 129), they also need the opportunity to “talk about how physical 
development makes them feel about themselves and their peers and place it into the context 
of their lives” (Wiseman, 2002, p. 102).  As girls work to understand what it means to be a 
girl, and construct their own gender role identity, they can achieve higher levels of self-
acceptance.  
Positive self-image is related to positive body image and increased self-esteem 
(Bearman & Stice, 2004; LeCroy, 2004).  Negative images of, and ideas about, women‟s 
bodies abound in society and the media.  The healthy emotional development of girls depends 
on “prevention efforts which teach individuals to challenge these images and unrealistic 
standards within their social context” (Krayer et al., 2008, p. 901).  Empowerment programs 
that encourage taking action and self-expression help girls to focus not on their looks, but on 
their lives (Friedman, 1998).  Girls must be taught to own their bodies, and understand that 
no one has the right to violate their space (Letendre 2007b).   
Open discussions about sexuality are valuable components of empowerment programs 
for girls, in order to develop healthy attitudes about sex and sexuality (Chapman & Werner-
Wilson, 2008).  Sexuality is a normal process of exploration in adolescence.  Many “risk 
prevention programs view the sexual experiences of adolescent girls through a disease model 
that stresses the problems that can result from „high-risk‟ activities” (Kelly et al., 2004,        
p. 122), but they do not assist girls in developing healthy ideas and expectations about sex 
and sexuality.  As girls learn to balance sexual behaviour and healthy relationships, they 
maintain more positive boundaries within intimate relationships.   
Adolescence is a period of change and experimentation as youth attempt to determine 
their identities.  With adolescence being a time of complexity, particularly for girls, “positive 
40 
 
youth development programs emphasize helping young people develop the assets they will 
need to be successful now and in adulthood” (Chapman & Werner-Wilson, 2008, p. 518). 
When developing a successful empowerment programs for adolescent girls, gender role 
identity, sexuality, healthy relationships, communication, critical thinking skills, and 
applying positive coping strategies are content requirements.  Social competency accrues 
from critical thinking and developing necessary coping skills, and from this social 
competency comes high self-esteem (Wiseman, 2002).  Positive youth development groups 
build empowerment for girls as they learn adaptive ways of coping with life‟s challenges and 
the transitions through adolescence (Letendre, 2007).  Building a secure identity, along with 
the skills to manage a variety of experiences, creates an opportunity for girls to flourish and 
feel empowered, not only through adolescence, but also as they continue into adulthood.  
Program Results 
 Adolescence has “served its purpose when a person arrives at adulthood with a strong 
sense of self-esteem, the ability to relate intimately, to communicate congruently, and to take 
risks” (Satir, 1998, p. 324).  Authenticity, competence, flexible thinking and realistic 
evaluation of environment are also goals for adolescent girls.  It is within this framework that 
intervention programs strengthen girls‟ senses of self and empowerment. 
 Prevention programs have positive results and short-term benefit to adolescent girls 
(LeCroy, 2004; Tracy et al., 2008).  They raise children‟s senses of self-esteem and 
empowerment  by challenging sociocultural norms (Krayer et al., 2008).  When programs 
stress participant involvement and responsibility, girls are more involved in the process 
(Itzhaky & Segal, 2001).  Ongoing support is encouraged to sustain positive change obtained 
through intervention programs (Friedman, 1998).  The adolescent participants and adults 
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associated with these programs highly regard the experience and see positive changes (Bay-
Cheng et al., 2006).   
 Another benefit of empowerment programs for adolescent girls is the development of 
a greater understanding of gender roles and societal expectations.  As girls explore the impact 
of culture in their lives, they have a greater consciousness, and with that can make more 
empowered choices (Pipher, 1994).  Through discussions, the girls name their experiences as 
girls, realizing that “gender equality is, as yet, an unrealized ideal” (Currie, 2006, p. 434).  As 
empowerment programs raise consciousness about the larger system, they promote collective 
skill development and problem-solving. 
 There is a definite need for female-specific programming in adolescence (Letendre, 
2007).  Girls have responded positively to these programs, articulating “a strong sense of 
relief from hearing that they were not alone in their relational struggles and expressed 
gratitude that time and space were created for them” (Sammet, 2010, p. 160) to talk about 
their feelings.  The solidarity and support developed through the group experience empowers 
girls to critique school culture and norms, rather than blindly accept them (Bell, 1996). 
 Positive self-concept, another component of empowerment, is strengthened through 
this type of program.  The combination of self-acceptance, self-confidence, and social 
understanding contribute to greater decision-making skills and help girls to access resources 
(Itzhaky & Segal, 2001).  With an increased sense of self, and positive, authentic 
relationships, girls experience greater personal empowerment, and learn to value their 
contribution to romantic relationships, instead of being absorbed by them (Parker et al., 2008; 
Sammet, 2010).  With a positive sense of self, girls can accept and appreciate their own 
bodies.  Empowerment programs enrich healthy adjustment, goal orientation, self-discipline 
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and the freedom to develop into the authentic self.  Adolescent girls can “emerge from 
adolescence strong and whole” (Pipher, 1994, p. 58) by staying connected to themselves, and 
being empowered to meet challenges.  
Relationships are the core of adolescent girls‟ lives, and empowerment programs 
support girls in developing positive relationship skills, which are “associated with positive 
developmental outcomes for adolescents” (Sammett, 2010, p. 152).  Developing positive 
relationship and communication skills in the safe setting of the group provides a template for 
future adult relationships.  As girls develop the ability to speak out in relationships, strength 
and resiliency are promoted, with a lasting effect on relational outcomes, even after program 
completion (Johnson, 2001; Liang et al, 2008).  
Skill development is a primary focus of empowerment groups for adolescent girls.  
Assertiveness and problem-solving skills help girls to establish their independence and 
address the critical issues that they face (LeCroy, 2004; Letendre, 2007).  Curricular-based 
groups focused on skill-development give girls opportunities to practice and develop new 
ways of thinking and behaving, for seamless navigation through the challenges of 
adolescence (Johnson, 2003; Letendre, 2007).  These interventions, “targeted at helping girls 
develop better coping skills when faced with peer stressors” (Mezulis et al., 2010, p. 512), 
prevent depression, build self-esteem, and nurture the ability to ask for help.  Relaxation 
techniques and positive self-talk are further examples of skills that can help girls reduce stress 
and build empowering methods of dealing with conflict (Letendre, 2007b).  Through 
empowerment programs, girls learn the skills necessary to be empowered and live their own 
lives to the fullest. 
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Other, more negative, results must also be considered in light of the research.  While 
counsellors work to empower adolescent girls, they also come to the group facilitator role 
with their own life experiences and viewpoints.  For some, “girls‟ talk was conditionally 
valued and supported” (Bay-Cheng et al., 2006, p. 86) which worked to perpetuate many of 
society‟s stereotypical gender role expectations, silencing girls‟ voices rather than 
empowering them.  There is also a danger in empowerment efforts that can further add to the 
inequities and injustices of girls‟ lives, and that the “attempts to help girls in effect serves to 
protect privilege and reify inequities” (Goodkind, 2009, p. 418).  The lack of success in 
programs designed for adolescents is often due to the programs‟ starting too late rather than 
prior to or in the early stages of adolescence (Friedman, 1998).  Empowerment programs 
must also be conducted on a long-term basis, as changes in perception and behaviour take 
time and repeated exposure before integration occurs can influence program outcomes 
(Steese et al., 2006). 
Program Challenges 
 The reflexivity and ability of the counsellor in the role of group facilitator is of critical 
importance in empowerment programs (Currie, 2007).  Facilitators should make meaningful 
connections with group members.  If they “have ideas about how girls should dress, act, and 
respond that are often at odds with what actually occurs in girls‟ lives” (Kelly et al., 2004,    
p. 122), program effectiveness and participant involvement will be negatively affected.  
Lecturing, moralizing or scolding, even though they can come from the facilitator‟s desire to 
help and protect participants, can deter participation and attendance (Kelly et al., 2004).  
Without reflexivity, covert message and effects can be layered into the program even though 
groups are designed to support and empowered adolescent girls (Bay-Cheng et al., 2006).  
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Counsellors must examine themselves critically, scrutinizing “their own assumptions, biases, 
and perspectives” (Hoyt & Kennedy, 2008, p. 209).  There is a critical need for “counsellor 
awareness, sensitivity, and competence” (Bemak, 2005, “Responses,” para. 4), in order for 
empowerment groups to be effective, as groups are greatly influenced by skill level and 
experience of the group counsellor or facilitator.   
 Time is another challenge in implementing empowerment programs in schools.  
Often, programs are implemented in a block of time, for example a ten-week period.  This 
time period may be insufficient to achieve changes in self-esteem (Steese et al., 2006).  The 
school environment is overstressed with time demands, which affects the number and length 
of sessions dedicated to empowerment programs for adolescent girls (Letendre, 2007).  
Student attendance at school also influences the consistent programming for participants and 
program results; for some girls, sporadic attendance patterns are evident (Mono & Keenan, 
2000). 
 Beliefs and perceptions of group participants may run counter to empowerment 
philosophy.  Often, girls‟ behaviour is entrenched in beliefs based in gender stereotypes 
without them even realizing that this is the case (Pinch, 2007).  Even when girls challenge 
societal stereotypes, they often maintain the belief that they will still be judged by these 
societal standards.  Counsellors must be mindful of adolescent girls‟ perceptions of 
empowerment.  When messages given are in opposition with girls‟ “perceptions and 
experiences, they impair both the credibility of and retention in the program” (Kelly et al., 
2004, p. 123).  Empowerment must be viewed as a continuum of developmental processes, 
understanding that each girl will develop her own unique sense of empowerment (Peterson, 
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2010).  Increased awareness does not directly lead to change in behaviour, and transforming 
thought into action requires support for group participants over time.   
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CHAPTER 3 
METHODOLOGY 
Research Methodology 
 The methodology in this study was a mixed methods research design that included 
quantitative and qualitative data.  The data collection took place over a period of five months 
during the 2009-10 school year.  
Mixed Methods Research Paradigm 
Mixed methods research is a procedure for collecting and analyzing data, using both 
quantitative and qualitative methodology in a single study “as a means to offset the 
weaknesses inherent with one method with the strengths of the other” (Creswell, 2009,   
p. 213).  In combining these two methods, the researcher can develop a better understanding 
of the posed research question.  A mixed method paradigm builds triangulation into the study 
with the integration of multiple databases, thereby ensuring the accuracy of the findings. 
 Quantitative research procedures study the relationships among variables.  Specific, 
narrow questions are used, along with preset instruments, to obtain measurable and 
observable data in numerical form.   
Qualitative research procedures explore an issue or phenomenon.  The researcher is 
the primary data collector who attempts to learn from a small number of participants.  By 
asking open-ended questions, recording data in words, and using text analysis, the researcher 
seeks to understand participants‟ experiences, and organizes data into themes and interprets 
larger meanings.   
 Quantitative and qualitative approaches should be considered “complementary (rather 
than mutually exclusive) and as a continuum rather than polar opposites” (DeCuir-Gunby, 
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2008, p. 125).  With this view as the foundation for research, this mixed methods study used 
both quantitative and qualitative procedures to examine the impacts of an in-school 
empowerment program on rural adolescent girls.  Quantitative methodology, and numerical 
data collection, were implemented with the Multidimensional Self-Concept Scale (MDSCS), 
which investigated the program effects in terms of self-concept and social-emotional 
functioning.  This measurement tool was administered prior to program implementation to 
provide baseline data, and was repeated post-program to gather comparative data.     
In order to develop a deeper understanding of the issue of empowerment for 
adolescent girls, the researcher also applied qualitative investigation.  Surveys, documents 
(including participant program materials), and interviews collected the first-hand experiences 
and views of the participants as well as of the school counsellors implementing the program, 
balancing and enriching the data of the study.  
Traditional Research 
Traditional research is the process of asking questions, collecting data, and presenting 
answers to questions.  An analysis of literature is a critical component in the first steps of 
traditional research, identifying gaps in the current research.  The objective or reflexive 
researcher works independently and not as a member of a collaborative action research team.  
Traditional research stays focused on collecting and analyzing data to increase knowledge 
and understanding of an issue, but does not apply solutions in the research setting. 
 The goal of this traditional research study was to examine the impacts of in-school 
empowerment programs for rural adolescent girls, an area neglected in the current research.   
Although traditional in form, elements of modified action research can be identified in this 
study because the researcher is a member of the research setting as the school counsellor at 
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one of the research sites, while three other school counsellors were involved in the 
implementation of the empowerment program at the remaining sites.   
By analyzing the quantitative and qualitative data, the researcher produced a 
description, “a detailed rendering of individuals and scenes to depict what is going on in the 
culture-sharing group” (Creswell, 2008, p. 483) that echoes the views and perspectives of the 
participants, to be shared with the target audience, including teachers, school counsellors, 
administrators, and policy makers, on behalf of rural adolescent girls.   
Research Design 
 This mixed methods study was based on a triangulation design.  Equal priority was 
given to both the quantitative and qualitative methodologies, with both forms of data being 
collected simultaneously throughout the study.  Data were merged and interpreted to 
elaborate upon and compare results, developing a complex picture of the immediate effects of 
the in-school empowerment program for rural adolescent girls.  The strength of the 
triangulation design was that the statistical analysis of the quantitative research provided 
numerical data, while the more in-depth exploration of the qualitative research provided 
further information on the issue from the perspective of the participants.  This combination of 
data engaged the researcher in exploring the themes along with the statistical analysis, in 
order  to explain the issue in greater detail.  
 The quantitative features of this study were a combination of experimental time series 
design and correlational explanatory design.  The experimental time series, with the 
researcher studying one group over a period of time and the inclusion of pre-test and post-test 
data, helped to investigate adolescent girls‟ participation in the empowerment program, and 
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the scores on the MDSCS, to establish possible cause and effect.  This interrupted time series 
design obtained pretest scores “to equate the characteristics of the group” (Creswell, 2008, 
 p. 301), and then a post-test score after implementation of the intervention.  Correlational 
explanatory design assisted the researcher in explaining the relationships among the 
variables.   
The qualitative research of this triangulation design study was based in the 
characteristics of a critical ethnography.  In a critical ethnography, the researcher, a 
politically minded individual, examines social issues, and seeks to advocate change for a 
marginalized group (Creswell, 2008).  The researcher explored the theme of empowerment 
for the culture-sharing group in this study, grade seven adolescent girls in rural Manitoba, 
who share “understandings and ways of understanding that are judged to be characteristic of a 
discernable group” (Chambers, 2008, p. 390).  Although the participants were selected at a 
variety of sites, they maintained a shared pattern of behaviour, beliefs, and language based on 
being an adolescent girl in today‟s society.  In addition to the social issue of empowerment 
for adolescent girls, this study challenged the status quo of current programming for girls in 
rural area schools.  
 There was a prolonged interaction with the researcher, as the study collected data over 
an eight-lesson period.  As a feature of the fieldwork, the researcher and three other school 
counsellors implemented a long-term program with participants.  As a participant observer, 
the researcher observed  “the unfolding of social processes in their actual social environment” 
(Madriz, 2008, p. 373), in order to obtain “a better understanding of the subject matter at 
hand” (Denzin & Lincoln, 2008, p. 5): developing feelings of empowerment for girls. 
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Reflexivity is a constant state for the researcher of a critical ethnography, “being 
aware and openly discussing his or her role in the study in a way that honor and respects the 
site and participants” (Creswell, 2008, p. 485).  Being reflexive forces the researcher to be 
less subjective in the data analysis, while she acknowledges and examines her “beliefs, 
subjectivities, and biases concerning the various aspects of the study” (Decuir-Gunby, 2008 
p. 132).  The researcher was a part of the research process by implementing the 
empowerment program with nine participants at one research site during the eight-lesson 
implementation, but maintained the role of reflexive data collector throughout the research 
study.  It was this constant revisiting of beliefs and subjectivities that kept the researcher 
aware of potential biases. With this mindfulness present, the researcher could maintain 
greater objectivity in her dealings with the research subjects, and her implementation of the 
empowerment program.  
Another factor that increased objectivity in the researcher was the pace of the school 
day and the role of the school counsellor.  Because each of the school counsellors involved in 
the research study worked with 100-200 students, their use of time was a constant juggling 
act, trying to balance the many crucial tasks of the school day.  Counsellors had to attend to 
the present moment, or they would be lost in their to-do lists.  As counsellors, being present 
and congruent with clients was a well-developed skill.  Therefore, when the researcher was 
leading the empowerment group in her school, she was present and congruent with those 
students at that time, not in her role as the researcher.  The role of researcher was embraced 
once again when the interaction was over. 
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Sampling 
Sampling involved identifying people and places to study, providing a unit of data 
collection and analysis for the researcher.  Target populations were identified, with a smaller 
representation of the group being selected for study.  The researcher then drew conclusions 
about the sample and, in quantitative studies, applied these conclusions to a larger population. 
This mixed methods study incorporated both quantitative and qualitative sampling 
methodology in selecting the study sample.  The researcher approached two school divisions 
in rural Manitoba to join the study based upon the location of the researcher.  Once 
permission to access the sites was granted, four school counsellors (including the researcher) 
within these divisions were involved in conducting the empowerment program in their 
schools.  Letters providing information about the research and requesting permission were 
sent to all levels (see Appendix B), and consent forms were completed by all parties (see 
Appendix C). Fifty participants took part in the study, all of whom were female students in 
grade seven.   
Nonprobability sampling was applied in this research study because participants were 
“available, convenient and represent some characteristic the investigator seeks to study” 
(Creswell, 2009, p. 155); that is, participants were female students in grade seven at the sites 
where counsellors agreed to implement the empowerment program.  Because of convenience 
sampling, the data are not representative of the whole population of adolescent girls in rural 
areas, and yet provide useful information for the target audience of teachers, school 
counsellors, administrators, and policy makers.  The sample size, fifty adolescent girls and 
four school counsellors, is a large enough sample to minimize sampling error, while taking 
into consideration that “for studies with human subjects, there are ethical concerns for any 
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invasions of privacy or long-term effects, so the smaller the number of people at risk of 
inconvenience or worse, the better” (Peterson, 2008, p.138).  Qualitative data collection 
supported the smaller sample size, and shed further light on the complex relationship between 
adolescent girls‟ participation in the empowerment program, the scores of the MDSCS, and 
any perceived effects of the program.   
In qualitative terms, purposeful, homogeneous sampling (the intentional selection of 
research sites and participants based on their belonging to a particular group) was critical in 
this research design.  In order to fully understand the issue of empowerment and the 
effectiveness of the empowerment program for rural adolescent girls, it was essential that the 
sample population exhibit a significant commonality, in this case being a girl in grade seven 
in a rural Manitoba school.  
Data Collection 
 This mixed methods research study incorporated both quantitative and qualitative 
methodology in its data collection.  Quantitative research examines measurable variables.  
For the present study, the independent variable was participation in the empowerment 
program, with the dependent variable being the scores achieved on the standardized 
instrument.  A quantitative instrument provided numerical data to analyze in order to answer 
the research questions.  The qualitative data collection had the participants share their “views 
relatively unconstrained” (Creswell, 2008, p. 220) by the researcher perspective, and 
encompassed a variety of sources to ensure triangulation of the data.  The data sources for 
this research study consisted of program documents, and interviews.  
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Standardized Instrument 
The Multidimensional Self-Concept Scale was the standardized clinical instrument 
applied in the quantitative data collection.  This scale assessed global self-concept and six 
domains (Social, Competence, Affect, Academic, Family, Physical) that are important in the 
social-emotional adjustment of adolescents.  The MDSCS instrument was completed at each 
research site in groups, taking approximately twenty minutes to administer.  Prior to program 
implementation, the school counsellor at each site administered the MDSCS in a quiet, 
private location in the school, to the study participants in a group setting.  The MDSCS was 
then administered again following the completion of the program.  
Documents 
Documents had an important role in the qualitative data collection of the present 
study.  Document materials provided “valuable information in helping researcher understand 
central phenomena” (Creswell, 2008, p. 230).  Through fieldwork, whereby “the researcher 
gathers data in the setting where the participants are located and where shared patterns can be 
studied” (Creswell, p. 482), documents were created, maintained, and gathered.  School 
counsellors, as they implemented the empowerment program and maintained program 
materials, assisted the researcher in gathering data in each setting.  
Data were collected from participants‟ program materials and journals.  Each 
participant completed activities and materials as part of her involvement with the 
empowerment program.  Girls involved in the study also maintained journals to share their 
thoughts, feelings, and views on the program, issues relating to their learning and the 
empowerment of adolescent girls, or changes they noticed within themselves.  These 
documents supplemented the other qualitative data in the study.  Journaling was used not 
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only as a form of data collection, but also to model the strengths of the process in emotion 
management, a tool that the girls could apply in their daily lives. 
Interviews 
Interviews were an important source of information that provided further data for 
analysis.  Participants were randomly selected to take part in the interview process, with a 
total of eight interviews taking place following the completion of the program.  After 
receiving parental and student consent, the researcher conducted interviews in a quiet, private 
each research site.  The researcher as interviewer began each interview by asking participants 
whether they agreed to be audiotaped during the interview.  The interviewer recorded brief 
notes to accompany the audiotapes.   
 Each interview was conducted in the same manner, with the researcher asking “open-
ended questions so that the participants could best voice their experiences unconstrained by 
any perspectives of the researcher or past research findings” (Creswell, 2008, p. 225).  
Probing sub-questions were asked as required to further investigate the views of the 
participants.  
 
Figure 1. Data Collection Proposed Timeline 
September 2009 – Pre-program empowerment instrument, counsellor surveys 
 
September-November 2009 – Eight-lesson program implementation, participants and 
counsellors complete program materials and maintain journals 
 
December 2009 – Post-program empowerment instrument, interviews  
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 Due to the nature of schools, all counsellors initiated the empowerment programs 
much later than anticipated, with most beginning between November and January. The eight-
lesson program took three to five months to implement, with some lessons taking multiple 
sessions.  All counsellors completed the programming by June, with final data collection 
through interviews culminating in June as well. 
Reliability and Validity/Trustworthiness and Triangulation  
 
This research was value laden, as the researcher viewed empowerment for adolescent 
girls to be a critical component of society, and expected to collect and analyze data in order to 
gain a better understanding of empowerment for adolescent girls.  Ensuring the reliability of 
the research was of paramount importance. 
Quantitative research uses reliability and validity to support its data.  Reliability 
occurs when “scores from an instrument are stable and consistent” (Creswell, 2008, p. 189), 
so outcomes are the same each time.  The MDSCS, based on a standardized scale that has 
been reliability and validity tested, strongly correlated with other measures of self-concept 
and self-esteem.  In this quantitative instrument, each subscale had a very high reliability of 
.90, and the total scale reliability was greater than .97 for the total sample.  With validity, “the 
individual‟s scores from an instrument make sense, are meaningful,” and permit the 
researcher to “draw good conclusions,” (Creswell, p. 169) in order to generalize from the 
sample to the larger population.  Many concurrent validity studies were conducted during the 
development of the MDSCS standardized clinical instrument.   
 The researcher aimed to minimize threats to validity, in order to draw good 
conclusions.  Problems with validity arise when “design issues may threaten the experiment 
so that the conclusions reached from data may provide a false reading about probable cause 
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and effect between the treatment and the outcome” (Creswell, 2008, p. 307).  Internal validity 
relates to procedures of the study or experiences of the participants.  
In the present study, history may have influenced the internal validity, as three to five 
months passed during the data collection, which made controlling the environment of the 
study very challenging.  While maturation of the participants may also have affected the 
validity of the data, all participants were of the same grade level, minimizing the variance of 
maturation.  Mortality, or the dropout of participants during the study, was another concern 
for internal validity, particularly because of the length of time that elapsed during the data 
collection.  Participants were scored on the MDSCS prior to program implementation with a 
pre-test, then again upon program completion in a post-test format.  Due to the frequency of 
using the instrument, participants may have become familiar with the outcomes measured, 
and the internal validity of the testing may have decreased.  
 The external validity of the present study and the generalizability of the results were 
limited to four research sites involved in the intervention program, and four school 
counsellors implementing the program.  All school counsellors involved in the program 
implementation had met the minimum school counsellor requirements recommended by 
Manitoba Education.  Even though counsellors were provided scripted procedures for 
program implementation (see Appendix D) in order to increase validity, the researcher does 
not claim to be able to generalize the results of the data beyond the selected group, in any 
other settings.  Through the MDSCS scores, the opportunity for individual and in-group 
comparison arose.  In conjunction with the qualitative collection of program materials, 
participant journals, and interviews, the MDSCS provided rich data from which the 
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researcher examined empowerment for adolescent girls through the words and experiences of 
the participants.  
In qualitative research, validating findings occurs as “the researcher determines the 
accuracy or credibility of the findings” (Creswell, 2008, p. 266) by means of trustworthiness 
and triangulation.  Trustworthiness ensures the data and interpretations are accurate.  
Triangulation is a “process of corroborating evidence from different individuals, types of 
data, or methods of data collection in descriptions and themes” (Creswell, p. 266), which 
increases the accuracy and credibility of the findings.  Using multiple sources increases 
triangulation in order to better understanding the problem.  
 In this mixed methods triangulation design, data were collected from 50 adolescent 
girls and four counsellors in a variety of forms, including surveys, journals, program 
materials, and interviews, in conjunction with quantitative data from the scores of the 
MDSCS given at two stages in the study.  Interviewing was conducted skillfully and 
accurately.  Because of her experience in counselling, the researcher was present and 
congruent with each participant interviewed.  Member checking, also increased the 
trustworthiness of the data, by having participants review researcher transcripts to ensure the 
accurate and realistic interpretation of their words and ideas.  Eight participants were 
interviewed.  Then, interviewees were randomly selected and asked to check transcribed 
accounts of their words and ideas.  An external audit of the data collected also increases the 
trustworthiness of the research study by having a person outside the research conduct a 
thorough review of the study.  In this case, the thesis committee of the researcher provided an 
external audit of the data. 
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Ethical Considerations 
 All ethical considerations begin with respecting the rights of the participants, 
honouring the research sites, and reporting fully and honestly the results of the research 
(Creswell, 2008).  The researcher was vigilant in adhering to these high ethical standards.  
This study was conducted according to the research protocol of the Brandon University‟s 
Research Ethics Committee, and upon approval by the committee. 
 Adolescent girls represent a vulnerable population in society.  The researcher‟s aim 
was to protect the participants, members of this marginalized group, throughout and 
following the study.  All participants knew and understood the purpose of this study, their 
role in the research, and how results were to be used in the writings of the researcher.  Since 
the participants were below the legal age of consent, informed consent forms were signed by 
both participants and parents prior to any involvement in the research study.  
Confidentiality was clearly explained in the consent form.  School counsellors 
received a script to explain confidentiality to their groups, which was revisited throughout the 
implementation of the program.  Anonymity of participants was protected by including a 
larger number of participants in the study, which assisted the researcher in developing “a 
composite picture of the group rather than focus on any single individual” (Creswell, 2008,  
p. 238).  All participant program materials were numbered, with each number corresponding 
to a participant pseudonym, and kept locked and secure by the researcher, so participant work 
could not be identified.  The list of pseudonyms and participant names was kept separate 
from the collected data, and was destroyed upon the completion of the data analysis.  No 
descriptors were used to identify adolescent girls, school counsellors, or research sites.   
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Participants had the right to refuse or withdraw from the study at any time until the 
completion of the data collection.  They understood that data were to be kept locked and 
secured, made available only to the researcher and her thesis committee, and would be 
destroyed after the time period indicated by the Brandon University ethics review committee. 
Eight participants were interviewed.  Interviews, to accurately collect and analyze 
data to represent participant perspectives, were conducted in a private location within each 
school site.  All participants were asked the same open-ended questions, and had the right to 
refuse to answer any or all of the questions in the interview.  
To compensate participants for their efforts and involvement in the research study, 
each school counsellor received a complimentary copy of the empowerment program being 
implemented in the study, and each grade seven girl received a small gift bag upon 
completion of the program.  Treating participants with dignity and respect was of the utmost 
importance in all interactions throughout the study. 
 The risks and benefits of taking part in the study were clearly explained to each 
participant and her parents.  There were occasions during testing, interviewing, and 
implementation of the program when participants may have missed their regularly scheduled 
classes.  All efforts were made by the researcher and school counsellors to find the most 
suitable times to conduct the research study processes in order to minimize participant time 
out of class, and any negative effect on the learning of the participants.  Increasing feelings of 
empowerment for adolescent girls is the goal of empowerment programs.  The nature of 
today‟s society is one that does not always cultivate or accept empowered girls and women.  
It was prudent and ethical on the part of the researcher and school counsellors to ensure that 
the adolescent girls were aware of the dichotomy of society, which may not embrace the 
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empowered girl.  Participants were informed that they may experience changes in themselves 
that they view as positive, but that family, friends, or the larger society may not readily 
accept these changes.  Identifying supports that girls could access when they encounter 
challenges, such as other girls who have completed the program, the school counsellor, and 
outside agencies, was helpful to them in their transition to life after program completion.  
 The benefits of participating in the research study were also clearly explained to the 
adolescent girls and their parents.  Each site received a complimentary copy of the 
empowerment program to keep for the study, and for future use.  Participants involved had 
the opportunity to have fun taking part in the program and working with other girls in the 
group, while learning skills and sharing their ideas.  Through the empowerment program, 
girls worked to improve their social-emotional well-being and feelings of empowerment, 
which may have an effect not only in their adolescent years, but also as they make the 
transition into adulthood.  Participants also had an important role in directing programming 
for girls in schools through the measurement of the program‟s effectiveness, and by sharing 
their views and ideas.  Their participation in the study will benefit other adolescent girls now 
and in the future.  
 The researcher honoured the research sites both during the study, and after completion 
of the study in any written works.  Permission from each site was obtained prior to beginning 
the research through the superintendent, school board, principal, counsellor, parent, and 
student.  A full description of the procedures, confidentiality and anonymity, and length of 
time at the site was provided with the informed consent letter.  Very little disturbance of each 
site occurred, as program implementation was done by regular school counsellors.  The 
researcher accessed the sites once during the interviewing process.  The researcher fully 
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understood her role as a guest at each of the research sites, and treated each site and its 
members with respect. 
 As the elements of this research study were based in a critical ethnography, the focus 
was on advocating change for a marginalized group.  The researcher acknowledged her 
affinity to empowering adolescent girls, and her desire to create an environment in schools 
that will support and cultivate girls‟ successes, and that “could inform decision makers who 
were responsible for policies or programs that affected the lives of people” (Chambers, 2008, 
p. 395).  The researcher admits her bracketed position, and worked to maintain reflexivity in 
her role in the research process throughout the study.  Having the empowerment program 
implementation across four sites by four school counsellors, with the researcher involved 
directly just at one site, reduced the bias of the study, as including school counsellors 
perspectives in the data increased the trustworthiness of the study.  Using standard procedures 
in both program implementation and qualitative data collection, accompanied by the 
quantitative instrument, worked together to reduce bias in the study. 
Data Analysis 
 In this mixed methods triangulation design study, quantitative and qualitative data 
were analyzed to answer the research questions and sub-questions.  
 The quantitative analysis began with the scoring of the MDSCS, when each 
participant was given a numeric value on the instrument.  Descriptive statistics were used in 
the data analysis, in order to identify trends and tendencies in the data by examining pre-test 
and post-test scores of individuals and the sample group.  Percentile scores were examined to 
compare individuals from one time to another.  The researcher looked for meaningful 
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changes shown in the data.  These changes were examined further in the qualitative data 
analysis. 
 The correlational explanatory design described the degree of association between the 
variables, the empowerment program, and the scores on the MDSCS, in order to determine 
the strength of the relationship.  To analyze, percentile scores were charted, and score 
differences were graphed to identify association among the variables.   
In the analysis of themes in a critical ethnography, an interpretation of people and 
activities was created, and the researcher formed conclusions and asked new questions.  The 
qualitative data analysis began with “developing a general sense of the data, and then coding 
description and themes about the central phenomenon” (Creswell, 2008, p. 244).  Once 
collected, qualitative data were analyzed using a coding process that helped “make sense of 
the text data, divide it into text or idea segments, and collapse these codes into broad themes” 
(Creswell, p. 251).  Open coding was used initially to develop categories of information.  
Axial coding was applied to create categories of codes.  Finally, selective coding helped the 
researcher make sense of the data to focus on the critical issue.  Throughout this process, the 
researcher brought her own perspective to the interpretation of the data, as “qualitative 
research is „interpretative‟ research, in which you make a personal assessment as to a 
description that fits the situation or themes that capture the major categories of information” 
(Creswell, p. 245).  There was a cyclical movement between data collection and data analysis 
as the researcher in this critical ethnography identified major ideas and searched to identify 
patterns that depict the culture-sharing group, while balancing between description, analysis, 
and interpretation. 
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CHAPTER 4 
RESULTS 
 Results of this research study show increased positive outcomes from the 
empowerment program for adolescent girls, and are described in two sections.  Quantitative 
results are represented through percentile scores on the Multidimensional Self-Concept Scale, 
which indicate increases in self-concept.  Qualitative data, collected through interviews and 
program materials, further support the quantitative results with positive effects and evident 
benefits to the program.  
Quantitative Data 
 The Multidimensional Self-Concept Scale (MDSCS) was the instrument used in the 
research study to collect quantitative data.  The scale was designed to determine not only 
global self-concept, but also to assess six context-based dimensions underlying self-concept: 
Social, Competence, Affect, Academic, Family, and Physical.  The MDSCS was used to 
determine impacts of the school-based empowerment program on self-concept and across the 
variety of dimensions.   
 At the pre-test stage, the average total score on the self-concept scale was in the 43
rd
  
percentile, with the lowest percentile rankings in the Social, Competence, and Academic 
domains.  The highest average percentile scores were achieved in the Family and Physical 
dimensions of self-concept.  (See Appendix E:  Data.) 
The MDSCS instrument applied after program completion showed an increase in 
global self-concept scores, as well as score increases in self-concept across all dimensions of 
the scale.  After completion of the empowerment program, the post-test average total score 
was 50
th
 percentile.  There was a 15% increase in the average total score of the study‟s 
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sample.  The greatest impacts were experienced in the domain of Family, where the average 
dimension score increased by 23%.  The Affect domain also increased significantly at 17% 
from pre-test to post-test.   There was also an 11% increase in the Academic domain, making 
it the third greatest increase in scores.  Figure 2 depicts program effects on the 
Multidimensional Self-Concept Scale scores.  
 
Figure 2. Program Effects
 
 
 
In comparing participants‟ individual pre-test and post-test scores, fluctuations in the 
results were evident.  Over 66% of adolescent girls taking the Multidimensional Self-Concept 
Scale achieved increases in total scores from pre-test to post-test application of the 
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concept scales following the empowerment program.  Two of the students indicated no 
change in total scores.   
The Multidimensional Self-Concept Scale provided a classification system that 
outlined the degree of positive or negative self-concept expressed by the standard scale 
scores.  The scores corresponded to a classification ranging from extremely negative self-
concept to extremely positive self-concept.  Pre-test and post-test classifications were 
compared using total scores.  Negative classification included self-concepts that were 
moderately negative, very negative, and extremely negative.  Positive classification included 
self-concepts that were moderately positive, very positive, and extremely positive.  
 
Figure 3. Self-Concept Classification 
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 The results of the comparison show that the percentage of girls who fell into the 
average classification for their total scale self-concept remained the same, at 62% of the 
participants, with the pre- and post-application of the MDSCS instrument.  Initially in the 
pre-test scores, 14% of respondents indicated a very negative to extremely negative 
classification.  The number of girls who held a self-concept in the negative classification 
decreased from 26% to 19%.  Only 7% of these girls were in the very negative to extremely 
negative classification for the post-test total scores.  The number of girls who held a self-
concept in the positive classification increased from 9% to 16%.  None of the participants 
scored in the extremely positive self-concept classification in either pre-test or post-test stage 
of instrument application.  
 During the analysis of the data, it became apparent that 12% of the respondents had 
self-identified as Aboriginal.  This finding led to some interesting comparisons.  In their 
initial pre-test total scale scores, the majority of girls who had self-identified as Aboriginal 
scored under the 10th percentile, with two scoring over the 10
th
 but under the 46
th
 percentile.  
This gave an average total score of the 9
th
 percentile for Aboriginal students on the MDSCS 
pre-test.  This finding contrasts with the whole group average total percentile score of 43.2.   
Lowest pre-test scores were achieved in the Social, Physical and Affect domains of the scale.  
Students who self-identified as Aboriginal had significantly lower pre-test percentile scores, 
in comparison to other participants at the onset of the program.   
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Figure 4. Comparison of Self-Identified Aboriginal and “Other” Students 
 
 
 
The analysis of the data for Aboriginal students showed an increase in scores from 
pre-test to post-test across all domains.  Areas of largest growth were in the Physical domain, 
with a 50.8% increase in percentile scores, and the Academic domain, with a 13.6% increase 
in percentile scores.  Affect and Family domains also increased significantly for these 
students, each increasing by 10%.  At the pre-test stage of the study, the Social, Affect and 
Physical domains of Aboriginal students were initially the lowest.  Although the Social 
domain showed minimal improvements in the post-test, the other two areas (which began as 
two of the lowest scores) increased most dramatically.  Overall, there was a 19.5% increase in 
the average total score on the Multidimensional Self-Concept Scale for self-identified 
Aboriginal students by the end of the empowerment program.  
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Figure 5. Program Effects for Self-Identified Aboriginal Students 
 
 
 
After isolating the data of students who had self-identified as Aboriginal, the 
remaining students of undisclosed ethnicity or culture were grouped together as “Other” 
students.  These students also reflected an increase in scores from pre-test to post-test across 
all domains.  The largest gains were recognized in the Family domain, which had a 24.3% 
increase in total scores.  The Affect dimension of the self-concept scale also increased 
significantly at 17.5%.  The Social, Competence and Physical domains showed increases 
around 4%.  Overall, the effects of the empowerment program increased total scores by 
15.7% for “Other” students.  
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Figure 6.  Program Effects for “Other” Students 
 
 
 
 
Qualitative Data 
Interviews 
Participant interviews were conducted to enrich the data collection in this mixed 
methods research study.  The researcher interviewed eight participants in the school-based 
empowerment groups.  Of the eight randomly selected participants interviewed, five were 
thirteen-year-olds and three were twelve-year-olds.  Four girls were the oldest of their 
siblings, three were middle children, and one was the youngest in her family.  Seven of the 
girls lived with both parents, while one lived with her mother.  Two participants were 
attending the same school as they had started in kindergarten.  Four of the girls were 
beginning grade seven by transitioning to a grade seven to twelve school in their community.  
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Two of the girls had relocated to a new school, one moving in grade four and one at the 
beginning of grade seven.  The adolescent girls interviewed reflected on their experiences in 
the empowerment program group, guided by the interview questions.  Their feedback is 
shared through the use of pseudonyms.   
Through the interview process, participants described adolescence as a time of many 
opportunities, with an emphasis on socialization.  Girls saw themselves as older and able to 
do more things independently.  “Fun” and “good” were adjectives used to describe this 
developmental period, and hanging out with and talking to friends were identified as 
important in adolescent life.  Two of the girls expressed that adolescence was also a 
confusing time, with peer pressure, access to substances, and relationships with boys 
increasing stress in their lives.  
When asked about the best features of girlhood, girls identified make-up, hairstyles, 
and fashion.  While one participant saw no differences between boys and girls, five of the 
participants expressed that girls had opportunities that boys did not.  They could express their 
feelings more freely, take part in more activities, and wear a variety of styles without being 
teased as boys would be.  Nicole felt that having children and getting married was a benefit of 
being female, and that “living life as a girl” allowed her to do more things than boys.  
Madison said, “You have such an influence on people if you‟re a girl.  And you‟re allowed to 
just . . . I guess boys have to be so macho.  You‟re allowed to just show your feelings and just 
not really care.”  She explained that women were not appreciated a long time ago, and now 
girls can make a difference.  They can help women in other countries “that don‟t have the 
same rights, that aren‟t treated as equally but should be.”  Tamara also felt that girls could 
communicate with their mothers more easily than boys could. 
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Adolescent girls interviewed clearly identified the challenges they faced as girls.  Half 
of the girls explained that growing up and the physical changes that accompany puberty were 
stressful.  Other problematic issues involved friendships, such as fighting, cliques, gossip, 
rumours, girls being mean, and relationships with boys.  Sydney said, “Things affect us more.  
They are more dramatic.”  Kyla also identified that being hard on herself was another 
difficulty she faced as an adolescent.  
While one participant saw no difference between adolescent girls in urban and rural 
settings, another participant interviewed saw the challenges they face as the same.  The other 
six girls interviewed felt that lives of adolescent girls in rural areas had greater opportunity 
for a variety of experiences.  They saw less opportunity for getting into trouble, accessing 
drugs, or being influenced by peer pressure.  Rural areas were identified by the girls as a 
more peaceful setting where people knew each other, and were mainly friends. 
When asked about what they expected from the empowerment program, girls had a 
variety of responses.  One participant had not thought about what to expect going into the 
program.  Being asked questions and having discussion on “girl stuff” in a setting separate 
from boys, along with learning about themselves and others, was a common expectation.  
Taking part in an empowerment program was a new experience for girls.  Madison explained 
her perception prior to the program, “I was expecting something kind of weird and just like 
 . . . I don‟t know, getting a bunch of questions asked and like them telling us that you have to 
be . . . I don‟t know, responsible and like, you should be perfect pretty much.”  Sydney found 
that there was a lot more thought and planning put into the empowerment program than she 
expected. 
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All of the girls interviewed expressed much enjoyment with the empowerment 
program at their schools.  The activities within the program experience were engaging and 
fun for the participants.  Through their participation in the program, they felt a stronger 
connection and closeness to the other girls in the group, and they communicated that this 
closeness and understanding was transferred to their interactions outside the groups.  The 
information and strategies shared through the empowerment group were also features that 
girls found positive.  Journaling, calming techniques, conflict resolution, and communication 
skills were also acknowledged as program components that the girls liked and felt they 
benefitted from.  One interviewee appreciated the permission to pass and not have to answer 
questions during large-group discussions.   
Three of the respondents indicated no negative or less enjoyable components of the 
program.  Another three of the participants interviewed expressed concerns with speaking out 
during some of the discussions, either for themselves or acknowledging other group members 
who did not share their voice.  For those girls who found taking part in discussions to be 
more challenging, the difficulty appeared to arise from having to speak positively about 
themselves.  Ensuring trust and confidentiality within the group was a concern for two of the 
participants interviewed.  One adolescent girl found that she often had similar answers to 
discussion or journaling questions. 
When girls reflected on the effect of the empowerment program on their class 
interactions, three of the girls saw no change and five out of eight girls saw positive effects.  
Girls were seen as understanding each other better, and being closer and more comfortable 
with one another.  They realized the problems that others faced and were nicer to each other.  
Bailey said, “We‟d talk about ourselves, like saying we‟re fat. Now we don‟t do it anymore.”  
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Madison explained, “It just sort of opened my eyes that we‟ve all had the same experiences 
and we are all sort of just the same.  We‟re girls.”  Tamara saw less backstabbing and talking 
about each other.  Cassy experienced the girls in her class being more confident and speaking 
out more frequently.  
All the participants interviewed recognized the effects the empowerment program had 
on a personal level.  Bailey indicated that she learned more about herself.  Kyla indicated she 
had an increased sense of self-esteem, and was not as critical about her appearance.  “I wasn‟t 
always, like, insane with myself in the mirror and stuff,” she said.  Madison saw herself as 
more mature, and found that she was better able to use critical thinking before reacting to a 
problem.  Nicole expressed that she was more patient.  She was working to make better 
friendships by using good communication skills and expressing her feelings.  Sydney and 
Kim both found that through the empowerment program, they were better able to handle 
issues that arose as they knew what to think or to do.  Tamara suggested that since using the 
strategies learned in the empowerment program she was not getting into trouble as much.  
Cassy described herself as less shy and more comfortable around others.  
Six of the eight adolescent girls interviewed recognized positive changes in their 
friendships as a result of the empowerment program.  Nicole explained that at first she judged 
the girls in her new class, but after the program she became closer with the girls and could 
share things with them.  A greater understanding of the problems and issues that girls faced 
was explained by the participants, as was the increase of a sense of community and 
togetherness.  “I think everyone was just a little more comfortable after.  And they learned 
that we‟re all kind of more the same than we think,” Madison described.  An increase in self-
esteem among friends was expressed by Kyla, “My friends have changed because they have 
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really bad self esteem and it made them better.”  Listening skills, communication, and trust 
were also areas of positive affect. 
Of the eight girls interviewed, three indicated no change in their interactions with 
their families, with one of those acknowledging that she had a very strong connection with 
her family prior to beginning the empowerment program.  The remaining five participants all 
recognized positive effects on their family relationships.  One girl indicated that she was 
more open and shared more with her parents.  Another said she was trying hard not to fight so 
much with her father.  The girls found that they were applying anger management strategies 
during disagreements with parents and siblings, were more patient and understanding with 
family members, thought more about how their own actions affected their parents, and were 
more willing to compromise.   
Half of the empowerment program participants interviewed noticed changes in how 
they interacted with other students who were not their friends, with another participant 
expressing that she already worked hard to be nice to people prior to starting the program.  
Nicole felt that she was not as concerned about what people thought about her anymore.  
Cassy was more outgoing and talkative than before participating in the empowerment 
program.  Madison did not let what the boys in her class said bother her, and was able to 
ignore their negative comments and manage her feelings.  Kyla began spending time with 
other classmates that were not previously her friends as a result of her experiences in the 
school-based empowerment program.  
Participants interviewed perceived that they would apply their learning from the 
empowerment program in the future.  They saw themselves looking back at their learning and 
applying their knowledge and strategies in managing emotions, conflicts, and building better 
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relationships.  Cassy saw herself sharing her knowledge with others to help them during their 
own life challenges.  Nicole felt that she had become a better person as a result of her 
program involvement.  
When asked if empowerment programs should be run in all schools for grade seven 
girls, as well as all girls in schools, all the participants interviewed agreed.  They strongly 
expressed that the fun they had participating should be an opportunity that all girls received.  
Girls explained that they learned new skills and information through this unique experience.  
They appreciated the environment that allowed them to express their feelings.  They felt 
better about themselves and were building better relationships with family and friends.  
Madison saw this benefit extend into interactions outside of the group that would be of 
benefit to all girls, identifying a reduction in tensions among girls.  Nicole suggested that 
through the program, girls would be more comfortable accessing further support through the 
school counsellor.  Cassy felt that it was important for girls to have a chance to speak up and 
to learn in the all-girl group setting where everyone was going through the same process.  
Kyla said, “I think we should do this program not with the research.  You‟d look forward to 
it. It made you feel happy, happier.”  She felt that this ongoing support should be available to 
all girls.  The empowerment group built connections and relationships among girls, and they 
felt supported by the group members.   
Program Documents 
Throughout the course of the empowerment program, participants experienced a 
variety of activities, and maintained materials and journals to reflect on their learning.  These 
documents acted as a supplement to the qualitative data collected through interviewing.  Of 
the 50 girls who participated in the research study, 42 girls completed both the pre-test and 
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post-test of the MDSCS standardized instrument.  Using program materials in the qualitative 
assessment incorporated data from all participants. 
While the primary function of journaling was to give participants the opportunity to 
learn and practice this form of emotion and stress management, it also gave some insight into 
the thoughts and experiences of adolescent girls in the program.  One participant clearly 
explained the process of journaling, “A journal, I think, is a very healthy way of expressing 
your most personal and hurting feelings.”   
There was a diverse response to the involvement in the process of journaling.  Some 
girls connected well to journaling, were active in the process, and applied the use of 
journaling in their personal lives.  One of the girls found that “the most helpful part was 
writing down what makes me angry and writing a saying that brings me back to reality.”  For 
others, it gave an avenue to share their thoughts and feelings that they were not comfortable 
sharing in the group discussions.  “I was scared to say what I accomplished, so I will say it in 
here,” one participant wrote in her journal.  Other girls were hesitant participants, limited 
their application of journaling, and did not find it to be a strategy that they would apply in 
their personal lives.  One participant‟s journal entry indicated that for her “the least helpful 
was the journal because I didn't really write in it.” 
Through journal writing and participant materials, 44% percent of participants 
specifically expressed the goals that they wished to achieve through program participation.  
Six girls indicated that they wanted to increase their sense of self-esteem.  Four participants 
expressed the desire to be able to try their best.  Another ten girls wanted to develop 
increased self-confidence from the program.  Gaining trust with others, more positive body 
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image, positive thinking, and identity development were goals determined by five of the girls 
in the empowerment program. 
When asked about the challenges girls face, several themes emerged from the 23 of 
the participants responding.  Fourteen of these girls indicated boys and relationships as one of 
the greatest difficulties of girlhood.  Five girls responded that friendships were a challenge.  
Body image and school were identified by four participants, while six girls saw puberty and 
the body changes of adolescence to be difficulties.  Self-esteem and identity development, 
answering the question “Who am I?” were identified as challenges by six of the girls.  Three 
girls expressed that the emotions of adolescents were challenges, as were responsibility, 
decision-making, and bullying.  Fear of teen pregnancy and having people judge them were 
challenges for two of the respondents.  
When compiling qualitative data from participant journals, girls‟ sense of self became 
evident.  For many girls, the view of themselves shared in the program materials reflected 
low self-concept.  Written comments included the following: 
“im to skinny, I hate wearing glasses, Im to ugly.” 
“I'm always paranoid for what people think of me.” 
“I don't like my age, my self, I think I'm ugly.” 
“when I am sad, I let out little hints but they unfortunately don't understand or even 
realize.” 
“I wear two masks, my happy face and my cover up face.  My cover up face is like a 
hide me face.” 
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“I worry about…how I look, my clothes, saying the wrong thing, my hair, if people 
will accept me, people finding out my secrets, being laughed at, being popular, looking 
„cool‟.” 
“Because of boys and what other girls are saying I think I'm ugley and don't deserve 
to have such good friends.” 
“Every morning I always say to myself in the mirror „I look ugly‟.” 
“I don't like the way I look, I'll never have real friends.” 
“I don‟t like myself I don‟t know why.  I think its cuz I‟m a loser.” 
“I have no friends because people think I‟m annoying.” 
Group discussions were a prominent component of the empowerment program.  Girls 
shared their views on voicing their ideas through their journal writing.  This writing was seen 
both positively and negatively by participants.  One participant expressed that she learned “it 
was okay to voice my thoughts.”  Other participants found the opportunity to use their voice 
and share thoughts and feelings in a non-judgmental environment as a positive experience.  
“The girls in my class used to never talk as much because the boys were there and they were 
probably afraid that they would be made fun of,” one girl reflected on the benefits of the 
program.   
For others, the group discussion was enjoyable, but hesitation about sharing was 
evident.  “I liked the discussion but I didn't want to say anything because I don't want others 
to think I was lame,” wrote one girl.  Lack of trust was apparent for other participants as well, 
and this fear of exposure was a restraint for some girls in sharing.  Girls commented, 
“it sometimes felt like there were people in the room you couldn't trust.” 
“some things are too personal to share in the group.” 
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“I did not share anything because I do not trust some people in this group.” 
When reflecting on whether she felt heard in the group, one girl wrote, “No, because even tho 
people say things girls will believe what they want.” 
Adolescent girls in the empowerment program reflected on what they had gained from 
the program, including what they would apply in their futures.  The girls clearly described 
what they felt they had received and learned from their involvement in the empowerment 
program.  Their written reflections included the following: 
“I really liked the group and it was pretty helpful and fun.” 
“I love what I was taught so I can use it all, everyday.” 
“I realized I‟m not the only person who has a hard time.” 
 “I‟ll teach my kids in the future to not change the way they look.” 
“I will use what I learnt today in the future because today taught me to accept who I 
am.  It taught me I AM special the way I am.  That I shouldn‟t be shy; who cares what people 
think of me.  I am proud of myself.” 
“In the future I will try to be more open with my feelings and confront people or talk 
to them about my feelings.” 
“I will think about more positive things about myself than negative.  I used to think 
that people who thought positive things about themselves to much would be self-centered. 
Now I realized that it's ok to think positive about yourself, no matter how much.” 
“I think I can get through all of these (identity crisis, puberty, boys, school, finding 
good friends) because of the program I've been in. I've really learned a lot and I will use what 
I have learned all through my life.  It was a great experience being in class with only girls. No 
boys ever made fun of what we had to say.” 
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“I learned a lot of the girls in my class have the same problems that I have with my 
life, friends, family and dreams.” 
“What I will probably use the most in the lesson today is to think possitivly about 
myself.” 
“I learned to respect myself more. Trust myself and respect my personality, my 
appearance and others.” 
“If I feel bad I think of the positive things about my self.” 
“I guess that I'll like myself a little bit. . . more.” 
“I will use this through out my entire life it is an amazing expirience, and I would 
totally do this program again.” 
“I gained confidence.” 
“I got more self-confidence and learned everyone else is going through the same as 
me.” 
Of the 50 adolescent girls involved in the research study, 48 girls reflected through 
their program materials that they enjoyed the program and would recommend it to other 
adolescent girls.  Two program participants indicated that they would not recommend the 
program to other girls.  One participant reflected, “I found out what she was teaching on my 
own a long time ago.”  The other wrote, “I didn't find anything „helpful‟ about the group.  I'm 
still the same person as I was before.”   
Counsellor Feedback  
Three of the four counsellors who implemented the empowerment program for grade 
seven girls provided feedback on their experiences with the program in their schools.  Only 
the researcher had previously incorporated empowerment programming for girls, with the 
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other two counsellors indicating that no programming of this type had been put into practice 
prior to the study.  Mixed gender class presentations were currently a component of guidance 
programming in those two schools, with one of the school implementing the LionsQuest 
program.   
When counsellors were asked to identify concerning behaviours or issues that were 
evident among their students, there were several commonalities.  Bullying and cyberbullying 
were seen as concerns by all responding counsellors.  Relationships and friendships, along 
with social alienation were also identified as issues for grade seven girls.  One counsellor 
indicated a concern regarding substance use for adolescents, while peer pressure and low self-
esteem were regarded as issues adolescent girls faced by another counsellor.  
 Counsellors reflected on what they hoped to achieve through the implementation of 
the empowerment program for adolescent girls.  Improved communication and emotion 
management skills for grade seven girls was a priority for one counsellor.  All counsellors 
expressed a desire to strengthen the social and emotional selves of adolescent girls by 
assisting them in developing effective coping strategies to meet life‟s challenges.  Giving 
girls time and space to discuss issues of importance to them was also identified as a goal for 
one counsellor. 
Counsellors communicated three main concerns about empowerment programming in 
their schools.  Time was the largest concern for each counsellor.  Counsellors had to work 
within the dynamic system of school, in which time can be elusive.  Empowerment program 
sessions took place during the regular school day, which meant that teachers had to 
accommodate grade seven girls‟ absences from class.  For some counsellors, the number of 
excused absences was limited.  Sessions had to conform to strict timelines that limited what 
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material could be covered during that session, and did not provide as much flexibility in 
meeting students‟ needs.  This restriction also affected the number of sessions required, and 
for two of the counsellors it meant running the program over a longer time period and rushing 
to complete it before year end.   
Another concern was that some girls came to the group requiring more intensive 
support.  One counsellor found that the behaviour and needs of some group members were 
not in alignment with the group process.   
Student attendance was also a concern for two of the counsellors.  Sporadic 
attendance during the empowerment program influenced the group dynamic, as well as what 
students who missed sessions gained from the group.   
Counsellors all expressed positive views of the empowerment program and felt that its 
effects were evident.  One counsellor explained that “many sessions were visibly successful,” 
with girls applying their learning and skills.  Counsellors saw an increase in self-referrals 
from members of the groups, and felt that adolescent girls that took part in the program were 
more likely to seek help from the school counsellor based on the relationship developed 
through the empowerment program.  One counsellor had participants request journaling 
topics so they could continue the journaling process at home.  Group members also requested 
to repeat activities from the empowerment program that they enjoyed.  All counsellors 
reported the empowerment program to be successful with the grade seven girls in their 
groups, and intended to continue with the empowerment program in the next school year.  
One counsellor described having longer sessions as she continued this programming, and 
another thought that she would continue the program in her school on a regular basis 
throughout the school year. 
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CHAPTER  5 
DISCUSSION 
The goal of this research study was to determine the impact of a school-based 
empowerment program on girls in rural areas as they make the transition through 
adolescence.  This mixed methods study applied quantitative and qualitative measures to 
ascertain the impacts of the program.  Quantitative data were collected through the use of the 
Multidimensional Self-Concept Scale (MDSCS) standardized instrument, with qualitative 
data collected through participant interviews, program materials, and counsellor surveys. 
Quantitative Data 
The first sub-question guiding the research study was “How do participants score on 
the Multidimensional Self-Concept Scale prior to implementation of the program, and 
immediately following implementation of the program?”  The MDSCS instrument was used 
to determine the impact of the program on participants‟ self-concept, with the understanding 
that a positive self-concept contributes to an increased sense of empowerment. 
Overall, the average total score for self-concept of study participants increased 15% 
after participation in the empowerment program for grade seven girls.  Scores across all 
domains were positively affected.  This finding suggests that involvement with the program 
has a positive impact on self-concept, with the greatest effects evident on the Family, Affect 
and Academic dimensions.  Changes in self-concept classification further supported the 
positive effect of the empowerment program on the self-concept of participants, as more 
adolescent girls moved into the average and positive classifications and fewer girls remained 
in the negative classification after completion of the program, when compared to pre-program 
scores.    
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Through the analysis of the pre-test and post-test data, it was identified that 66% of 
adolescent girls experienced an increase in total self-concept as a result of their participation 
in the school-based empowerment program.  Conversely, 19% of the participants (8), 
achieved lower post-program total scores indicating a decrease in self-concept.  This anomaly 
in the data required further analysis to understand the implications for future practice.  The 
experiences of one of the eight girls shed some understanding on why a decrease in self-
concept may have been experienced. 
In October, after completion of the data collection of the study three months prior, one 
of the participants was referred to the counsellor at her school.  Both parents and teachers 
were concerned about behaviour changes, which included withdrawing and isolating herself 
from others.  Through counselling, it came to light that she had been experiencing severe 
bullying, which had begun in late spring.  She also had experienced exclusion from her peer 
group as her peers attempted to avoid being bullied themselves.  It was in this environment in 
which she completed the MDSCS post-test, which resulted in a 55% decrease in total self-
concept. 
For adolescent girls, this finding suggests that self-concept can be variable, influenced 
by the current environment and experiences.  Krayer, Ingledew, and Iphofen (2008) support 
this conclusion indicating, that “feedback from girls suggests that negative evaluative 
comparisons were made in particular when mood or perception of confidence was low”  
(p. 900).  Wiseman (2002) added, “the goal for any girl is to learn how to navigate these 
painful experiences successfully and go through a process of self-reflection that leads to 
wisdom” (p. 152).  The focus for schools and school counsellors then becomes to provide an 
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environment in which girls can manage the negative experiences with support, in order to 
maintain a healthy self-concept and a positive sense of empowerment.       
Through the MDSCS, 12% of the study participants (6) self-identified as Aboriginal.  
This group did not likely include all students of Aboriginal descent, as the question of 
ethnicity was not asked directly of all participants.  Nevertheless, the percentage of the 
sample that did self-identify as Aboriginal was significant, and therefore attention to this 
population in the data analysis was warranted.   
Initial average total scores on the pre-test for self-identified Aboriginal students were 
significantly lower than the whole group, with Aboriginal students in the 9
th
 percentile, 
compared to the 42
nd
 percentile for those students who did not identify as Aboriginal.  The 
scores for Aboriginal students across the dimensions of the MDSCS were considerably lower 
in all areas.  Aboriginal students are often a marginalized group within the school system.  
This pre-test data verifies the need for programming and resources in schools to support 
Aboriginal students in building a positive self-concept and a sense of empowerment.  
In comparing pre- and post-test scores for Aboriginal students, there was a 19.5% 
increase in total self-concept scores after participation in the empowerment program.  
Participants who had self-identified as Aboriginal also had higher average scores in all 
domains of the MDSCS, which is indicative of a positive impact on self-concept as a result of 
the empowerment program.  Of particular significance was a 50.8% increase in self-concept 
in the Physical dimension of the test.  This represents a substantial impact, suggesting that the 
empowerment program would be advantageous in positively developing the physical self-
concept of Aboriginal girls.   
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Qualitative Data 
  The second sub-question of the study asked, “How do participants view their 
experiences in, and the effectiveness of, the empowerment program immediately following 
program completion?”  Hoyt and Kennedy (2008) identified an important gap in the 
“understanding of the impact of such interventions is the personal experience, reflection, 
analysis, and transformation as voiced by the participants themselves, in their own words”  
(p. 203).  Interviews with randomly selected participants, in addition to participant journals 
and program materials, comprised the qualitative data of the study in attempts to fill this gap 
in understanding. 
 In the initial discussions with participants interviewed, the girls expressed relatively 
positive experiences with being a girl in today‟s society.  Although there was 
acknowledgement of the challenges that girls face, such as puberty and friendship issues, the 
majority felt that girls were at an advantage compared to boys.  They saw themselves having 
more choice and freedom to be themselves, in relation to boys who faced more stereotypical 
expectations.  Girls indicated that they appreciated the increasing independence of 
adolescence.  They also valued their experiences as rural girls as opposed to urbanites, and 
shared an appreciation for the lifestyle and relative safety that came from living in rural 
Manitoba.  
 Girls interviewed post-program all indicated that they enjoyed their experiences of 
participating in the empowerment program at their school.  They appreciated the information 
and strategies learned.  Friedman (1998) explained, “While girls describe activities that they 
have enjoyed, the most important part of the group is the opportunity to talk about their 
concerns and know that other girls feel the same way” (p. 222).  The adolescent girls 
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described feeling connected to the girls in their group, and to their school counsellor.  In their 
research with adolescent girls, Chen et al. (2010) also found that the group became “a place 
where girls developed meaningful relationships with peers and adults, where girls were 
taught to respect others from different backgrounds,” and “girls mentioned the importance of 
educational resources and learning opportunities” in “supportive environments that enhance 
girls‟ self-confidence” (p. 234). 
 The only concerns that were raised during the interview process were related to 
speaking out in the group discussions, and trust and confidentiality within the group.  It is 
critical that counsellors create a safe environment where girls are free to share their thoughts 
and feelings, but also where they have the choice as to whether or not they do so.  Letendre 
(2007b) reinforced the importance of counsellor attention to peer dynamics in group work.  
Counsellors must create an environment in which all girls are recognized and affirmed in the 
group process.   
 Through the qualitative interviews, participants all saw positive impact as a result of 
the empowerment program on a personal level, with the majority of girls seeing a positive 
effect on class and family interactions as well.  This finding supports the quantitative scores 
on the MDSCS, which also indicated positive impact across the various areas.  Girls 
perceived the empowerment program as a positive experience that directly affected their 
coping skills and interactions with others.  They saw the empowerment program as an 
enjoyable and effective experience that they highly recommended not only for all grade seven 
girls, but for all girls.   
Journals and program materials completed by participants in the research study 
reflected the goals, feelings, and thoughts related to being an adolescent girl.  At the onset of 
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the empowerment program in this research study, many of the adolescent girls expressed low 
self-esteem and negative body image, and challenges with puberty, friendships, and 
relationships.  This finding supported the content of the empowerment program, which 
discussed and addressed these issues.  When implemented as a component of regular school 
programming, journals can assist counsellors in identifying students who need additional 
support and help them to intervene  on a more individual level, or find common issues to 
address during the group, such as body image, anger management, and self-esteem.  
Journaling gives girls the opportunity to drive the focus of the empowerment group through 
their reflection.  
 Study participants also reflected their experiences and perceived effectiveness of the 
program through the journals and program materials.  In this study, 96% of the participants 
(48) indicated a positive view of their experiences in, and effectiveness of, the empowerment 
program.  Through their work, they shared an increased sense of self and connection with 
others.  They showed evidence of healthier body image, and a stronger use of healthy coping 
strategies.  Increases in self-confidence and self-respect were also perceived results of 
participation in the program.  
 Discussions during the group sessions provided the opportunity for girls to develop 
their voice and practice sharing their thoughts and ideas in a safe setting.  Hoyt and Kennedy 
(2008) asserted that in programs for adolescent girls, it is important to include “an emphasis 
on restoration of voice and empowerment of decision-making ability, thus increasing self-
esteem” (p. 208).  Through the empowerment program, there appeared to be a “revoicing of 
adolescent girls” (Hoyt & Kennedy, 2008, p. 217), as many indicated an increasing comfort 
in sharing in discussions.  For others, this effect transferred into the classroom setting, and 
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into better communication with family and friends.  Due to a lack of trust among group 
members, some students remained reluctant to share during discussions.  Continual revisiting 
confidentiality, building a sense of community, and managing group dynamics effectively 
may work together to create a safe setting for girls to exercise their voice. 
 Counsellors provided feedback on their experiences with the empowerment program 
to supplement the qualitative data collected from the adolescent girls who participated in the 
program.  All counsellors facilitating the empowerment groups in their schools responded 
positively to the program and its effects.  The counsellors planned to implement the 
empowerment program independently of the research in the following school year, which 
acknowledges the perceived success and effectiveness of the program.  Counsellors must be 
aware of the role they play in the empowerment or disempowerment of the girls with whom 
they work.  Itzhaky and Segal (2001) noted, “Caregivers must be empowered, so that they 
can empower others” (p. 63).  Reflexive and self-aware counsellors must be attuned to 
personal responses to the program and girls‟ discussions.  They must allow girls to lead the 
program direction rather than force their own agenda.  
 Overall results of this research study show a positive impact of the empowerment 
program on rural adolescent girls.  Both quantitative and qualitative data support the 
effectiveness of the empowerment program. 
Limitations of the Study 
 Although the results of this research study indicate a positive impact of the school-
based empowerment program on adolescent girls, limitations of the study exist and must be 
considered.  In the implementation of the empowerment program in the rural research sites, 
four different school counsellors utilized the program.  It is possible that variation existed 
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within the programs conducted in each school, which could influence the impact of the 
experiences for girls in each group.  This variation in the empowerment program could also 
be affected by counsellors‟ individuality and experience, and their working to meet the 
unique needs of the grade seven girls in each group.   
 Student attendance and consistent programming were other potential influences on the 
research data.  For several students, the inconsistency of their school attendance affected the 
number of empowerment program sessions in which they participated.  Of the fifty 
adolescent girls in the research study, seven of the girls did not complete the post-test of the 
MDSCS due to absenteeism.  One of the girls relocated to another school prior to the 
completion of the program.   In the qualitative data collection, journal entries and program 
materials were considered.  The level of engagement in the reflection tasks may have some 
influence on the quality of the participants‟ feedback.   Missed sessions and program 
components, and the commitment to sharing thoughts and feelings through written materials, 
could have affected the research data. 
 Another consideration in the limitations of the study is the size of the study‟s sample 
interviewed.  Only eight of the participants were involved in the qualitative interviewing 
process.  Having a larger portion of the research sample would perhaps add greater validity to 
the study. 
 It is important to acknowledge that the results of the study do not necessarily transfer 
to the larger population of adolescent girls.  The impacts on the group of participants that 
self-identified as Aboriginal do not directly represent all Aboriginal girls involved in the 
research study, or apply to other Aboriginal girls. 
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CHAPTER  6 
RECOMMENDATIONS 
Recommendations for Practice 
Results from the Multidimensional Self-Concept Scale (MDSCS) assessment convey 
the positive impact that the empowerment program had on participants involved in the study.  
With the greatest average effect evident in the Family, Affect and Academic domains, it is 
recommended that the program be implemented for adolescent girls for whom these areas are 
lacking.  The extensive improvement in test scores of Aboriginal participants also suggests 
that the empowerment program would be beneficial for Aboriginal students, particularly in 
the Physical domain.   
School-Based Programming 
Schools provide a venue through which all students can receive support, prevention, 
and intervention services.  Chen et al. (2010) recommended that “adults must create an 
environment with adequate resources and support to help young people maximize their 
potential” (p. 230), and the school setting must be such an environment.  An increase in 
empowerment programs for adolescent girls within the school setting is highly recommended.  
Weinstein (2000) conveyed that “the school setting has been the optimal place for prevention 
strategies to affect the highest number of pre-adolescents and adolescents” (p. 7), and that 
“prevention efforts aimed at low-risk populations have been more successful than those 
administered to high-risk subjects” (p. 5).  This research further supports the importance of 
school-based empowerment programs for girls.  Conducting in-school empowerment 
programs for adolescent girls provides opportunity for support and growth to all girls.  Vieno 
et al. (2007) emphasized that “during the transition to adolescence, varied social support 
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resources become increasingly important for promoting growth in internal psychological 
resources (e.g., self-efficacy)” (p. 188).  A primary consideration for empowerment 
programming for adolescent girls is timing of implementation.  As Friedman (1998) found, 
“One reason that prevention programs aimed at adolescents are unsuccessful is that they are 
begun too late” (p. 218). 
The challenges of school-based programming for empowerment are associated with 
time and scheduling.  Letendre (2007) stressed, “The scheduling demands of schools require 
creativity and flexibility in determining how to tailor educational sessions so that skill 
building is accomplished within the time allotted” (p. 81).  Collaborating with administration 
and classroom teachers is a critical component of addressing the issues of time and 
scheduling within the school setting.   
It is recommended that school counsellors look to long-term programming over the 
course of the middle years grades, in order to help students develop the positive self-concept 
and sense of empowerment they need.  Weinstein (2000) stressed that since negative self-
concept and lack of empowerment develop over time, significant time and effort must be 
invested into long-term programming that positively affects self-concept and empowerment. 
Providing intervention programs long term also reduces the pressure of time allowed in an 
eight- to ten-session program, and increases the support to adolescent girls.   
Administration at the school and divisional level must provide adequate funding and 
support to guidance and counselling in order for proactive programming, such as 
empowerment programs for adolescent girls, to occur.  Having qualified counsellors 
facilitating guidance and counselling programs, and developing an adequate student-
counsellor ratio, positively influence the quality and viability of empowerment programs.  
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Interventions  
This data analysis confirms Pipher‟s (1994) assertion that adolescent girls “need good 
habits for coping with stress, self-nurturing skills and a sense of purpose and perspective”   
(p. 283).  Letendre (2007) also found that skills-based groups such as the study‟s 
empowerment group for adolescent girls “empower them to think and behave in ways that 
increase their self-confidence and efficacy” (p. 67).  Programs need to be designed to 
“capture the interests, experiences, and questions of the girls themselves” (Mono & Keenan, 
2000, “Models,” para. 3), and “include them in the decision-making and implementation 
processes” (Weinstein, 2000, p. 11), in order to strengthen empowerment.  
Intervention programs provide an environment where adolescent girls can build 
supportive connections with adults.  Ball, Kerig, and Rosenbluth (2009) and Letendre 
(2007b) recognized the importance of positive relationships between adolescents and adults 
in effective intervention programming.  Letendre (2007b) recommended the inclusion of 
input from “older female and adult role models who can guide them through the challenges of 
adolescence” (p. 365), in programs for adolescent girls.  
 For many girls, the group became an important part of their school experience as they 
developed a sense of closeness to the counsellor and connection to the group members. 
Therefore, it is recommended that counsellors attend carefully to group closure, “because part 
of any effective and powerful group is how members deal with termination” (Bemak, 2005, 
“Responses,” para. 10). 
Involving Parents 
Parents have a critical role in the empowerment of adolescent girls.  A strength-based 
approach “advocates strongly that therapists working with adolescent girls include the 
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parents” (Johnson, 2003, p. 1195), not only for the benefit of the girls, but to also help parents 
understand the developmental and societal issues which confront adolescent girls.  Friedman 
(1998) explained that programs “are more successful when they include staff and parent 
involvement” (p. 218).  Teaming with parents builds the supportive foundation from which 
girls navigate the challenges of adolescence.  It also keeps parents abreast of information and 
strategies that students are learning, thus providing an opportunity for parent-child 
communication, as well as transferring and applying skills outside of school.  
Recommendations for Further Research 
Many opportunities for further research can be derived from the current study.  
Although other research revealed the decline in empowerment in girls as they faced the 
challenges of adolescence, as well as the effectiveness of empowerment programming, 
limited research studied in-school programs.  Further research is required on adult work to 
support the empowerment of adolescent girls (Currie, 2006).   
Positive effects of the empowerment program were evident in this research, but there 
remains limited longitudinal evidence for long-term durability of such programming for 
adolescent girls (LeCroy, 2004; Thomas et al., 2008).  Further longitudinal research would 
help to ascertain whether positive impacts are sustained over time. 
Multi-year programming for adolescent girls is also an area for further study.  An 
eight- to ten-session program provides short-term intervention to address many longer term 
issues.  Research that implements long-term programming for adolescent girls, perhaps over 
the course of the middle years in school, could be explored to investigate the effects on the 
participants, not only as they experience their senior school years, but also when they become 
adults.  
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Much of the data collected in regards to empowerment of adolescent girls is based in 
self-reports and self-assessment (Bearman & Stice, 2008; Williams et al., 2010).  This form 
of data collection is “likely to be susceptible to recall bias” (Bakker et al., 2010, p. 448).  
Further research on empowering adolescent girls could comprise data from parents and peers 
to provide a more complete assessment of program effects.  Including parents and other 
adults in the school programming could also be a factor to consider in other research studies. 
  Another concern is whether the research findings can be generalized to diverse 
populations (Liang et al., 2008; Thomas et al., 2008).  From this study, it is evident that 
differences in empowerment exist for Aboriginal girls.  Further research investigation into 
not only the diversity of empowerment for Aboriginal girls, but how program components 
affect students from different socioeconomic and ethnic backgrounds would be beneficial 
(Liang et al., 2008).   
The development of Assets is an area that is becoming more involved in Manitoba 
schools.  Briggs et al. (2010) asserted that “a comprehensive and ecologically sensitive 
school counselling program would include as an additional intentional element the building 
of students‟ individual and collective (i.e., school-wide) developmental assets” (p. 6).  
Additional research into how empowerment programming for adolescent girls impacts their 
Developmental Assets could further measure program effectiveness, in addition to long-term 
effects. 
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September 2009 
 
Dear Superintendent: 
I am writing to invite your School Division to participate, and to seek your consent for the participation of your grade 
seven students, in my research project entitled Empowering Adolescent Girls: Effects of an Empowerment Program in 
Rural Manitoba. This study for my Master of Education thesis at Brandon University investigates the impact 
empowerment programs have on girls as they work to meet their needs, and face the challenging transition of 
adolescence.  
Adolescence is a time of transition. Youth are moving into young adulthood, and as they make this transition they are 
faced with many internal and external challenges. This journey differs for girls, who begin adolescence feeling less 
empowered. Many factors influence feelings of empowerment for adolescent girls. Building a secure identity, along 
with the skills to manage a variety of experiences, creates an opportunity for girls to flourish and feel empowered, not 
only through adolescence, but also as they continue into adulthood.  
The ten-session empowerment program in the study would be conducted by selected counsellors in schools in your 
division, and student involvement in the study would be entirely voluntary. I would visit each school site on two 
occasions. During the first scheduled time, I would administer a pre-assessment using the Multi-Dimensional Self-
Concept Scale which measures self-concept and social-emotional functioning. The second visit would occur 
approximately ten weeks later, and include a post-assessment measurement using the same tool, and post-program 
interviews conducted with two to three randomly selected girls. Anonymity of all participants will be protected. No 
descriptors will be used to identify adolescent girls, school counsellors, or research sites. The weekly time commitment 
would be a 40 to 60 minute group session, along with 15 to 30 minutes of counsellor preparation time for each meeting. 
Specific details regarding the risk to participants cannot be predicted. Some potential risks of participating include 
possible occasions during testing, interviewing, and implementation of the program when participants may miss 
regularly scheduled classes. All efforts will be made by the researcher and school counsellors to find the most suitable 
times to conduct the research study processes in order to minimize participant time out of class, and any negative 
impact on her learning. Another potential risk is that discussing sensitive issues in a group setting may challenge some 
group participants and may evoke confusing or troubling emotions for them, depending upon the participant's 
personality and individual background. All participants will be invited at the beginning of each session to speak with 
the facilitator at the conclusion of the session if the topics of the day have raised any concerns or emotional issues, and 
the facilitator will take time with the student at that time to debrief these issues. It is hoped, however, that the ultimate 
result of the program will be to increase the participants' feelings of confidence and personal empowerment. If you have 
any questions, please feel free to contact me at school (842-3315) or at home (842-3770).  
Respectfully, 
 
 
Dana Corr 
 
 
 
Dana Corr   Cam Symons 
Master’s Student,     Thesis Supervisor, 
Faculty of Education   Faculty of Education 
Brandon University   Brandon University 
c/o Box 368   270-18th Street 
Birtle, MB R0M 0C0   Brandon MB R7A 6A9 
(204) 842-3770   (204) 571-8535  
danacorr@xplornet.com   symonsc@brandonu.ca 
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Dana Corr    Cam Symons 
Master’s Student,     Thesis Supervisor, 
Faculty of Education   Faculty of Education 
Brandon University   Brandon University 
c/o Box 368   270-18th Street 
Birtle, MB R0M 0C0   Brandon MB R7A 6A9 
(204) 842-3770   (204) 571-8535  
danacorr@xplornet.com   symonsc@brandonu.ca 
 
 
September 2009 
Dear Principal: 
I am writing to invite your school to participate, and to seek your consent for the participation of your grade seven 
students, in my research project entitled Empowering Adolescent Girls: Effects of an Empowerment Program in Rural 
Manitoba. This study for my Master of Education thesis at Brandon University investigates the impact empowerment 
programs have on girls as they work to meet their needs, and face the challenging transition of adolescence.  
Adolescence is a time of transition. Youth are moving into young adulthood, and as they make this transition they are 
faced with many internal and external challenges. This journey differs for girls, who begin adolescence feeling less 
empowered. Many factors influence feelings of empowerment for adolescent girls. Building a secure identity, along 
with the skills to manage a variety of experiences, creates an opportunity for girls to flourish and feel empowered, not 
only through adolescence, but also as they continue into adulthood.  
The ten-session empowerment program in the study would be conducted by the counsellor in your school, and student 
involvement in the study would be entirely voluntary. All program materials would be provided for the school 
counsellor. I would visit your school site on two occasions. During the first scheduled time, I would administer a pre-
assessment using the Multi-Dimensional Self-Concept Scale which measures self-concept and social-emotional 
functioning. The second visit would occur approximately ten weeks later, and include a post-assessment measurement 
using the same tool, and post-program interviews conducted with two to three randomly selected girls. Anonymity of 
all participants will be protected. No descriptors will be used to identify adolescent girls, school counsellors, or research 
sites. The weekly commitment would be a 40 to 60 minute group session, along with 15 to 30 minutes of counsellor 
preparation. 
Specific details regarding the risk to participants cannot be predicted. Some potential risks of participating include 
possible occasions during testing, interviewing, and implementation of the program when participants may miss 
regularly scheduled classes. All efforts will be made by the researcher and school counsellors to find the most suitable 
times to conduct the research study processes in order to minimize participant time out of class, and any negative 
impact on her learning. Another potential risk is that discussing sensitive issues in a group setting may challenge some 
group participants and may evoke confusing or troubling emotions for them, depending upon the participant's 
personality and individual background. All participants will be invited at the beginning of each session to speak with 
the facilitator at the conclusion of the session if the topics of the day have raised any concerns or emotional issues, and 
the facilitator will take time with the student at that time to debrief these issues. It is hoped, however, that the ultimate 
result of the program will be to increase the participants' feelings of confidence and personal empowerment 
If you have any questions, please feel free to contact me at school (842-3315) or at home (842-3770).  
Respectfully, 
Dana Corr 
  
 
 
110 
 
 
Dear School Counsellor: 
I am writing to invite you to participate, and to seek your consent for the participation of your grade seven students, in 
my research project entitled Empowering Adolescent Girls: Effects of an Empowerment Program in Rural Manitoba. 
This study for my Master of Education thesis at Brandon University investigates the impact empowerment programs 
have on girls as they work to meet their needs, and face the challenging transition of adolescence. 
Adolescence is a time of transition. Youth are moving into young adulthood, and as they make this transition they are 
faced with many internal and external challenges. This journey differs for girls, who begin adolescence feeling less 
empowered. Many factors influence feelings of empowerment for adolescent girls. Building a secure identity, along 
with the skills to manage a variety of experiences, creates an opportunity for girls to flourish and feel empowered, not 
only through adolescence, but also as they continue into adulthood.  
If you would like to be able to provide some positive programming for your grade seven girls, this study would give 
you an opportunity to do so with the materials and assistance provided by me.  If you agree to participate in the study, I 
would meet with you and provide you with the materials and resources to deliver this empowerment program to the 
grade seven girls in your school.  All program materials would be provided to you and would be yours to keep.  I would 
be available on call at any time if you had questions or concerns while delivering the program. Your weekly 
commitment will be expected to be a 40 to 60 minute session with your group, along with 15 to 30 minutes in order for 
you to prepare for the group meeting. 
Student involvement in the study is entirely voluntary. I would visit each school site on two occasions. During the first 
scheduled time, I would administer a pre-assessment using the Multi-Dimensional Self-Concept Scale which measures 
self-concept and social-emotional functioning. The second visit would occur approximately ten weeks later, and include 
a post-assessment measurement using the same tool, and post-program interviews conducted with two to three 
randomly selected girls. Anonymity of all participants will be protected. No descriptors will be used to identify 
adolescent girls, school counsellors, or research sites.  
Specific details regarding the risk to participants cannot be predicted. Some potential risks of participating include 
possible occasions during testing, interviewing, and implementation of the program when participants may miss 
regularly scheduled classes. All efforts will be made by the researcher and school counsellors to find the most suitable 
times to conduct the research study processes in order to minimize participant time out of class, and any negative 
impact on her learning. Another potential risk is that discussing sensitive issues in a group setting may challenge some 
group participants and may evoke confusing or troubling emotions for them, depending upon the participant's 
personality and individual background. All participants will be invited at the beginning of each session to speak with 
the facilitator at the conclusion of the session if the topics of the day have raised any concerns or emotional issues, and 
the facilitator will take time with the student at that time to debrief these issues. It is hoped, however, that the ultimate 
result of the program will be to increase the participants' feelings of confidence and personal empowerment If you have 
any questions, please feel free to contact me at school (842-3315) or at home (842-3770).  
Respectfully, 
Dana Corr 
 
 
Dana Corr   Cam Symons 
Master’s Student,     Thesis Supervisor, 
Faculty of Education   Faculty of Education 
Brandon University   Brandon University 
c/o Box 368   270-18
th
 Street 
Birtle, MB R0M 0C0   Brandon MB R7A 6A9 
(204) 842-3770   (204) 571-8535  
dcorr@xplornet.com    symonsc@brandonu.ca 
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September 2009 
Dear Parents: 
I am writing to invite your daughter to participate in my research project entitled Empowering Adolescent Girls: Effects 
of an Empowerment Program in Rural Manitoba. This study for my Master of Education thesis at Brandon University 
investigates the impact empowerment programs have on girls as they work to meet their needs, and face the challenging 
transition of adolescence.  
Adolescence is a time of transition. Youth are moving into young adulthood, and as they make this transition they are 
faced with many internal and external challenges. This journey differs for girls, who begin adolescence feeling less 
empowered. Many factors influence feelings of empowerment for adolescent girls. Building a secure identity, along 
with the skills to manage a variety of experiences, creates an opportunity for girls to flourish and feel empowered, not 
only through adolescence, but also as they continue into adulthood.  
Your daughter would participate with other grade seven girls in her school in the ten-session empowerment program 
conducted by the school‟s counsellor. The weekly commitment would be a 40 to 60 minute session with the group and 
school counsellor. This program uses a group discussion format to provide girls with ten lessons on managing issues 
they face in their daily lives. The program is designed for girls to have fun while they look at issues such as self-esteem, 
communication skills, healthy relationships, body image, friendships, healthy lifestyle choices, and anger management. 
Through practical and experiential exercises, girls have an opportunity to learn new information, discuss and role-play 
topics, and reflect on their learning. Your daughter‟s involvement in the study is entirely voluntary. She would be given 
a pre- and post-test that measures self-concept and social-emotional functioning. She may be interviewed by the 
researcher at the school site to gain further insight into the effects of the program. Anonymity of all participants will be 
protected. No descriptors will be used to identify adolescent girls, school counsellors, or research sites. 
Specific details regarding the risk to participants cannot be predicted. Some potential risks of participating include 
possible occasions during testing, interviewing, and implementation of the program when participants may miss 
regularly scheduled classes. All efforts will be made by the researcher and school counsellors to find the most suitable 
times to conduct the research study processes in order to minimize participant time out of class, and any negative 
impact on her learning. Another potential risk is that discussing sensitive issues in a group setting may challenge some 
group participants and may evoke confusing or troubling emotions for them, depending upon the participant's 
personality and individual background. All participants will be invited at the beginning of each session to speak with 
the facilitator at the conclusion of the session if the topics of the day have raised any concerns or emotional issues, and 
the facilitator will take time with the student at that time to debrief these issues. It is hoped, however, that the ultimate 
result of the program will be to increase the participants' feelings of confidence and personal empowerment 
If you have any questions, please feel free to contact me at school (842-3315) or at home (842-3770).  
Respectfully, 
 
Dana Corr 
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SCHOOL DIVISION CONSENT FORM  
 
 The purpose of this document is to invite your School Division to participate, and to 
seek your consent for the participation of your grade seven students, in a research 
project entitled Empowering Adolescent Girls: Effects of an Empowerment Program 
in Rural Manitoba that is being organized by Dana Corr for her Master of Education 
thesis. 
 
 The aims of this study are to engage grade seven girls in a 10-week empowerment 
program and investigate any effects. 
 
 If you agree, school counsellors and grade seven girls will be asked to complete the 
empowerment program. Participants will be given a pre- and post-test that measures 
self-concept and social-emotional functioning. There will be a random selection of 
participants to be interviewed by the researcher at the school site to gain further 
insight into the effects of the program. 
 
 Participation of all parties in this research study is entirely voluntary. There will be no 
negative consequences if anyone does not participate in it, withdraws from it, or 
refuses to answer certain questions. 
 
 The participant‟s anonymity and the anonymity of the school and school division will 
be maintained by the researcher. Identities will not be revealed to others. 
 
 Confidentiality regarding the information that participants provide will be assured by 
the school counsellors and the researcher. Individual answers will not be shared or 
presented in any way that would identify the source. Raw data will only be shared 
with the thesis committee, and will be destroyed after the time indicated by the 
Brandon University Research Ethics Committee. 
 
 Specific details regarding the risk to participants cannot be predicted. Some potential 
risks of participating include possible occasions during testing, interviewing, and 
implementation of the program when participants may miss regularly scheduled 
classes. All efforts will be made by the researcher and school counsellors to find the 
most suitable times to conduct the research study processes in order to minimize 
participant time out of class, and any negative impact on her learning. Another 
potential risk is that discussing sensitive issues in a group setting may challenge some 
group participants and may evoke confusing or troubling emotions for them, 
depending upon the participant's personality and individual background. All 
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participants will be invited at the beginning of each session to speak with the 
facilitator at the conclusion of the session if the topics of the day have raised any 
concerns or emotional issues, and the facilitator will take time with the student at that 
time to debrief these issues. It is hoped, however, that the ultimate result of the 
program will be to increase the participants' feelings of confidence and personal 
empowerment.  
 
 The benefits of participating in this study include a complimentary copy of the 
empowerment program for the participating school counsellor. Grade seven girls will 
receive a small gift bag upon completion of the program. In addition to this, the 
program is designed for participants to have fun taking part and working with other 
girls in the group, while learning skills and sharing their ideas. Through the 
empowerment program, participants will have an opportunity to improve social-
emotional well-being and feelings of empowerment, which may have an impact not 
only in the adolescent years, but also as they make the transition into adulthood. Your 
students will also have an important role in directing programming for girls in schools 
through the measurement of the program‟s effectiveness, and by sharing views and 
ideas. Your participation in the study will benefit other adolescent girls now and in 
the future.  
 
 At the conclusion of this study, the information collected will be compiled into the 
researcher‟s Master‟s thesis and presented at Brandon University. 
 
 If you have any questions or concerns about the project itself or the methods used, 
please feel free to contact Dana Corr (204) 842-3770, danacorr@xplornet.com   
 
 I, _____________________________, having understood the above information and after 
being given an opportunity to have my questions answered, agree to allow the researcher to 
conduct her study within _________________________ School Division.   
 
____________________________________  _____________________ 
Signature of Superintendent    Date  
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PRINCIPAL CONSENT FORM  
 
 The purpose of this document is to invite your school to participate, and to seek your 
consent for the participation of your grade seven students, in a research project 
entitled Empowering Adolescent Girls: Effects of an Empowerment Program in Rural 
Manitoba that is being organized by Dana Corr for her Master of Education thesis. 
  
 The aims of this study are to engage grade seven girls in a 10-week empowerment 
program and investigate any effects. 
 
 If you agree, your school counsellor and grade seven girls will be asked to complete 
the empowerment program.  Participants will be given a pre- and post-test that 
measures self-concept and social-emotional functioning. There will be a random 
selection of participants to be interviewed by the researcher at the school site to gain 
further insight into the effects of the program. 
  
 Your school‟s participation in this research study is entirely voluntary. There will be 
no negative consequences if any counsellors or students do not participate in it, 
withdraw from it, or refuse to answer certain questions. 
 
 Participant‟s anonymity and the anonymity of the school will be maintained by the 
researcher. Identities will not be revealed to others. 
 
 Confidentiality regarding the information that participants provide will be assured by 
the school counsellors and the researcher. Individual answers will not be shared or 
presented in any way that would identify the source. Raw data will only be shared 
with the thesis committee, and will be destroyed after the time indicated by the 
Brandon University Research Ethics Committee. 
 
 Specific details regarding the risk to participants cannot be predicted. Some potential 
risks of participating include possible occasions during testing, interviewing, and 
implementation of the program when participants may miss regularly scheduled 
classes. All efforts will be made by the researcher and school counsellors to find the 
most suitable times to conduct the research study processes in order to minimize 
participant time out of class, and any negative impact on her learning. Another 
potential risk is that discussing sensitive issues in a group setting may challenge some 
group participants and may evoke confusing or troubling emotions for them, 
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depending upon the participant's personality and individual background. All 
participants will be invited at the beginning of each session to speak with the 
facilitator at the conclusion of the session if the topics of the day have raised any 
concerns or emotional issues, and the facilitator will take time with the student at that 
time to debrief these issues. It is hoped, however, that the ultimate result of the 
program will be to increase the participants' feelings of confidence and personal 
empowerment.  
 
 The benefits of participating in this study include a complimentary copy of the 
empowerment program for the participating school counsellor. Grade seven girls will 
receive a small gift bag upon completion of the program. In addition to this, the 
program is designed for girls to have fun taking part and working with other girls in 
the group, while learning skills and sharing their ideas. Through the empowerment 
program, participants will have an opportunity to improve social-emotional well-
being and feelings of empowerment, which may have an impact not only in the 
adolescent years, but also as they make the transition into adulthood. Your school 
counsellor and students will also have an important role in directing programming for 
girls in schools through the measurement of the program‟s effectiveness, and by 
sharing her views and ideas. Your participation in the study will benefit other 
adolescent girls now and in the future.  
 
 At the conclusion of this study, the information collected will be compiled into the 
researcher‟s Master‟s thesis and presented at Brandon University. 
 
 If you have any questions or concerns about the project itself or the methods used, 
please feel free to contact Dana Corr (204) 842-3770, danacorr@xplornet.com  
 
I, _____________________________, having understood the above information and after 
being given an opportunity to have my questions answered, agree to allow the school 
counsellor and students of _____________________________ to participate in this study.  
____________________________________  _____________________ 
Signature of Principal     Date  
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COUNSELLOR CONSENT FORM  
 The purpose of this document is to invite you as the school counsellor to participate, and to 
seek your consent for the participation of your grade seven students, in a research project 
entitled Empowering Adolescent Girls: Effects of an Empowerment Program in Rural 
Manitoba that is being organized by Dana Corr for her Master of Education thesis. 
 The aims of this study are to engage grade seven girls in a 10-week empowerment program 
and investigate any effects. 
 If you agree, you and the grade seven girls in your school will be asked to complete the 
empowerment program. Girls will be given a pre- and post-test that measures self-concept 
and social-emotional functioning, and may be interviewed by the researcher at the school site 
to gain further insight into the effects of the program. 
 If you agree to participate in the study, you will be required to: 
 
o  Use the Volunteering for the Research Study Counsellor Script to explain the 
empowerment group and what volunteering for the study entails to the grade seven 
girls in your school, and to confirm volunteer participants for the study.  
o Obtain parent permission for students who wish to be involved in the study using the 
Parent Letter and Parent Consent Form. 
o Use the Counsellor Script on Confidentiality to clearly explain confidentiality and the 
critical role it has in the group. 
o Complete the Counsellor Survey prior to the first meeting with the group.  
o Facilitate the Multidimensional Self-Concept scale assessment prior to beginning the 
program with your group. 
o Prepare and implement the empowerment program as specifically outlined in the 
Program Outline and Group Meeting Information for Facilitators. 
o Facilitate the post-program assessment of the Multidimensional Self-Concept Scale.  
o Facilitate the interview process with the randomly selected participants at your 
school. 
o Maintain the security of all participant information and program materials. 
 Your participation and the participation of the grade seven girls in this research study is 
entirely voluntary. There will be no negative consequences if any of the girls do not 
participate in it, withdraw from it, or refuse to answer certain questions. 
 
 Your anonymity and the anonymity of the school will be maintained by the researcher. 
Identities will not be revealed to others. 
 Confidentiality regarding the information that you provide will be assured by the researcher. 
The information provided by the participants will also be kept confidential by the school 
counsellor and the researcher. Individual answers will not be shared or presented in any way 
that would identify the source. Raw data will only be shared with the thesis committee, and 
will be destroyed after the time indicated by the Brandon University Research Ethics 
Committee. 
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 Specific details regarding the risk to participants cannot be predicted. Some potential risks of 
participating include possible occasions during testing, interviewing, and implementation of 
the program when participants may miss regularly scheduled classes. All efforts will be made 
by the researcher and school counsellors to find the most suitable times to conduct the 
research study processes in order to minimize participant time out of class, and any negative 
impact on her learning. Another potential risk is that discussing sensitive issues in a group 
setting may challenge some group participants and may evoke confusing or troubling 
emotions for them, depending upon the participant's personality and individual background. 
All participants will be invited at the beginning of each session to speak with the facilitator at 
the conclusion of the session if the topics of the day have raised any concerns or emotional 
issues, and the facilitator will take time with the student at that time to debrief these issues. It 
is hoped, however, that the ultimate result of the program will be to increase the participants' 
feelings of confidence and personal empowerment.  
 The benefits of participating in this study include a complimentary copy of the empowerment 
program for the participating school counsellor. Participants will receive a small gift bag upon 
completion of the program. In addition to this, the program is designed for girls to have fun 
taking part in the program and working with other girls in the group, while learning skills and 
sharing their ideas. Through the empowerment program, they will have an opportunity to 
improve social-emotional well-being and feelings of empowerment, which may have an 
impact not only in the adolescent years, but also as they make the transition into adulthood. 
You and your participants will also have an important role in directing programming for girls 
in schools through the measurement of the program‟s effectiveness, and by sharing your 
views and ideas. Your participation in the study will benefit other adolescent girls now and in 
the future.  
 At the conclusion of this study, the information collected will be compiled into the 
researcher‟s Master‟s thesis and presented at Brandon University. 
 If you have any questions or concerns about the project itself or the methods used, please feel 
free to contact Dana Corr (204) 842-3770, danacorr@xplornet.com  
 
 I, _____________________________, having understood the above information and after being 
given an opportunity to have my questions answered, agree to implement the empowerment program 
and to participate in this study.  
____________________________________  _____________________ 
Signature of Counsellor     Date  
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Oath of Confidentiality 
 
 
 
 
I, ________________________________________________ affirm that as a school 
counsellor, my interactions with students are governed by provincial and federal legislation 
and regulations, and that as a counsellor I adhere to the Guidelines for Ethical Behaviour of 
the Manitoba School Counsellors' Association and the Canadian Counselling Association.  I 
further affirm that these guidelines are consistent with those of the Brandon University 
Research Ethics Committee as regards the duty of confidentiality in respect to students.  
Based upon this, I can confirm that my interactions with students as part of this research 
project will adhere to the confidentiality guidelines specified by the Brandon University 
Research Ethics Committee Guidelines for Research Involving Humans.  
 
_____________________________________  ____________________ 
School Counsellor      Date 
 
 
 
_____________________________________   ____________________ 
Signature of Witness      Date 
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PARENT CONSENT FORM 
 The purpose of this document is to invite your daughter to participate in a research 
project entitled Empowering Adolescent Girls: Effects of an Empowerment Program 
in Rural Manitoba that is being organized by Dana Corr for her Master of Education 
thesis. 
 The aims of this study are to engage grade seven girls in a 10-week empowerment 
program and investigate any effects. 
 If you agree, your child will be asked to complete the empowerment program with 
other grade seven girls in her school. This program uses a group discussion format to 
provide girls with ten lessons on managing issues they face in their daily lives. Issues 
such as self-esteem, communication skills, healthy relationships, body image, 
friendships, healthy lifestyle choices, and anger management are included in the 
program. Through practical and experiential exercises, girls have an opportunity to 
learn new information, discuss and role-play topics, and reflect on their learning. 
Your child will be given a pre- and post-test that measures self-concept and social-
emotional functioning. She may be interviewed by the researcher at the school site to 
gain further insight into the effects of the program. 
 Your family's and child's participation in this research study is entirely voluntary.  
There will be no negative consequences if she decides not to participate, wishes to 
withdraw from the study at any time, or declines to answer any particular questions as 
part of the study. 
 Your child‟s anonymity and the anonymity of the school will be maintained by the 
school counsellor and the researcher. Identities will not be revealed to others. 
 Confidentiality regarding the information that your child provides will be assured by 
the school counsellors and the researcher. Individual answers will not be shared or 
presented in any way that would identify the source. Raw data will only be shared 
with the thesis committee, and will be destroyed after the time indicated by the 
Brandon University Research Ethics Committee. 
 Specific details regarding the risk to participants cannot be predicted. Some potential 
risks of participating include possible occasions during testing, interviewing, and 
implementation of the program when participants may miss regularly scheduled 
classes. All efforts will be made by the researcher and school counsellors to find the 
most suitable times to conduct the research study processes in order to minimize 
participant time out of class, and any negative impact on her learning. Another 
potential risk is that discussing sensitive issues in a group setting may challenge some 
group participants and may evoke confusing or troubling emotions for them, 
depending upon the participant's personality and individual background. All 
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participants will be invited at the beginning of each session to speak with the 
facilitator at the conclusion of the session if the topics of the day have raised any 
concerns or emotional issues, and the facilitator will take time with the student at that 
time to debrief these issues. It is hoped, however, that the ultimate result of the 
program will be to increase the participants' feelings of confidence and personal 
empowerment.  
 
 The benefits of participating in this study include a complimentary copy of the 
empowerment program for the participating school counsellor. Your child will receive 
a small gift bag upon completion of the program. In addition to this, the program is 
designed for the girls to have fun participating and working with other girls in the 
group, while learning skills and sharing their ideas. Through the empowerment 
program, your child will have an opportunity to improve her social-emotional well-
being and feelings of empowerment, which may have an impact not only in the 
adolescent years, but also as she makes the transition into adulthood. Your child will 
also have an important role in directing programming for girls in schools through the 
measurement of the program‟s effectiveness, and by sharing her views and ideas. 
Your child‟s participation in the study will benefit other adolescent girls now and in 
the future.  
 At the conclusion of this study, the information collected will be compiled into the 
researcher‟s Master‟s thesis and presented at Brandon University. 
 If you have any questions or concerns about the project itself or the methods used, 
please feel free to contact Dana Corr (204) 842-3770, danacorr@xplornet.com   
 
I, _____________________________, having understood the above information and after 
being given an opportunity to have my questions answered, agree to allow my child, 
_________________________, to participate in this study.  
 
If my child is randomly selected to be interviewed, I agree to the audiotaping of the 
interview. 
 
____________________________________  _____________________ 
Signature of Parent      Date  
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PARTICIPANT CONSENT FORM  
 
 You are being asked to participate voluntarily in a research project entitled 
Empowering Adolescent Girls: Effects of an Empowerment Program in Rural 
Manitoba that is being organized by Dana Corr for her Master of Education thesis. 
 
 The purpose of this study is to have grade seven girls participate in a 10-week 
empowerment program and check the program‟s effectiveness. 
 
 If you agree, you will be asked to take part in the empowerment program with other 
grade seven girls in your school. You will be given a pre- and post-test that will help 
to see how effective the program is. You may be interviewed by the researcher at your 
school to hear your views and ideas on the program.  
 
 Your participation in this research study is entirely voluntary. There will be no 
negative consequences if you decide not to participate. You can withdraw from the 
study at any time. You do not have to answer any or all of the questions in the 
interviews. 
 
 Your identity and your school‟s identity will be kept private by the school counsellor 
and the researcher.  
 
 Any information that you give during the program will be kept confidentiality and 
private by the school counsellors and the researcher. Your individual answers will not 
be shared or presented to anyone other than your school counsellor, the researcher, 
and her thesis committee. All data will be destroyed after the time indicated by the 
Brandon University Research Ethics Committee. 
 
 Specific details regarding the risks of being in the study cannot be predicted. Some 
potential risks of participating include possible occasions during testing, interviewing, 
and implementation of the program when you may miss regularly scheduled classes. 
All efforts will be made by the researcher and school counsellors to find the most 
suitable times to conduct the research study processes in order to minimize your time 
out of class, and any negative impact on your learning. Another potential risk is that 
discussing sensitive issues in a group setting may challenge some group participants 
and may evoke confusing or troubling emotions for them, depending upon the 
participant's personality and individual background. You will be invited at the 
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beginning of each session to speak with the facilitator at the end of the session if the 
topics of the day have raised any concerns or emotional issues, and the facilitator will 
take time with you if needed to debrief these issues. It is hoped, however, that the 
ultimate result of the program will be to increase the participants' feelings of 
confidence and personal empowerment.  
 
 There are also benefits to participating in this study. Your school counsellor gets free 
materials. You will receive a small gift bag once you complete the program. The 
program is designed to be fun, so you can take part in the program and work with 
other girls in the group, while learning skills and sharing your ideas. Through this 
program, you will have a chance to improve your well-being and feelings of 
empowerment, which may not only be helpful now, but also as you become an adult. 
You will also have an important role in directing programming for girls in schools by 
helping to measure the program‟s effectiveness, and by sharing your views and ideas. 
Your participation in the study will benefit other adolescent girls now and in the 
future.  
 
 At the end of this study, the information collected will be written into the researcher‟s 
Master‟s thesis and presented at Brandon University. 
 
 If you have any questions or concerns about the project itself or the methods used, 
please feel free to discuss these with your school counsellor or contact me directly.  
My contact information is:   
Dana Corr  
(204) 842-3770 
 danacorr@xplornet.com   
  
  
I, _____________________________, having understood the above information and after 
being given an opportunity to have my questions answered, agree to participate in this study.  
If I am randomly selected to be interviewed, I agree to the audiotaping of the interview. 
____________________________________  _____________________ 
Signature of Participant     Date  
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APPENDIX D 
PROGRAM MATERIALS 
 
Counsellor Survey                  
 Group Meeting Information for Facilitators      
 Participant Confidentiality Pledge                
 Program Outline         
 Journal Instructions for Counsellors      
  Journal Guiding Questions                 
  Volunteering for Research Study Counsellor Script              
 Counsellor Script on Confidentiality      
Interview Questions  
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COUNSELLOR SURVEY 
 
Thank you for agreeing to take part in this research study! Your expertise and time are 
much appreciated. To get a sense of current programs and participants, please complete 
the following survey. Return in the enclosed stamped envelope upon completion. 
 
 
 
1. Prior to this fall, have you implemented any programs with grade seven girls? (If 
yes, please describe.) 
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________ 
 
2.  What programming have your current grade seven girls previously experienced in 
regards to empowerment, self-esteem or social-emotional functioning? 
_______________________________________________________________________
_______________________________________________________________________
_______________________________________________________________________ 
 
3. What would you indicate as the five most concerning behaviours or problems 
shown by your female students in grade seven? 
__________________________________________________________________
__________________________________________________________________ 
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4. If you are involved in counselling in the following areas, please indicate the three 
most concerning behaviours or problems for female students in these grade 
ranges: 
- Kindergarten to Grade 4 
____________________________________________________________
____________________________________________________________ 
 
- Grades 5 to 8 
____________________________________________________________
____________________________________________________________ 
 
 
- Grades 9 to 12 
____________________________________________________________
____________________________________________________________ 
 
5. What are your hopes for this empowerment program implementation? 
__________________________________________________________________
__________________________________________________________________
__________________________________________________________________ 
 
6. What concerns do you have regarding this empowerment program 
implementation? 
____________________________________________________________________
____________________________________________________________________
____________________________________________________________________ 
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Group Meeting Information for 
Facilitators 
1. Begin each group meeting by: 
a. Welcoming the group members and thanking them for their involvement in the 
group.  
b. Reminding group members that their participation is voluntary, and they can 
withdraw from the group and/or the research study at any time.  
c. Having everyone state the confidentiality pledge. Make sure the girls 
understand that what they share in the group will remain in the group unless 
you feel they are a danger to themselves or someone else and must refer them 
to a professional for help. It is important to explain that you can only 
guarantee your own promise of confidentiality, and that each group member is 
responsible for their own adherence to the confidentiality pledge. 
d. Invite students to approach you with any concerns that may arise. You could 
say something like, "If anything comes up in the session that you find 
upsetting, or something that causes you concern or emotional pain, please let 
me know about it and we will take some time alone after the session to talk 
about it together." 
2. Always validate the girls‟ feelings. Validating their feelings will comfort them and 
encourage them to continue to participate in the group. You can validate their feelings 
both verbally and non-verbally. 
3. During discussions, allow the girls to talk freely. Be sure to ask directive questions if 
there is a lull in the conversation. Do not attempt to challenge “wrong” answers; 
oftentimes the girls will do this on their own. If you need to intervene, try to ask 
probing questions that will motivate the girls to explore different sides of a topic. In 
addition, always give the girls the right to “pass” if they are not comfortable sharing 
or taking part in the activities at any particular point. It‟s important to keep in mind 
that group cohesion takes time to build. 
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4. Encourage discussion by asking open-ended questions or having one of the group 
members share an experience that is on topic or similar to the experience you are 
discussing. 
5. Remain conscientious about not sharing personal information or lecturing the girls. 
Oftentimes, justification and validation of their concerns is all that they are seeking. 
6. If a group member is silent for weeks at a time, or emotionally shuts down, it is best 
to approach her privately. You may want to say, “I have noticed that you have not 
said much the past few weeks. Is there something going on?” or “Today I noticed that 
you shut down and refused to talk. Would you like to talk now about what the group 
was discussing or about what might be bothering you?” 
7. Let the girls know that you are available to talk before or after the group session – or 
some other time, depending on your schedule – about issues brought up in the group.  
8. Individual debriefing with a student who asks to meet at the end of the session would 
include listening, acknowledging, perception checking, and validating feelings.  It 
would also include ensuring that all personal safety concerns are addressed and that if 
indicated, referrals will be offered and made to an appropriate resource person or 
agency. 
9. Begin and end each session on time. Allow enough time at the end of the session for 
the closing, so the girls can process and internalize what they have discussed. 
10. Allow everyone the opportunity to share and be watchful for group dominators. If the 
behaviour of a few girls becomes a problem for the group as a whole, speak to them 
individually or consider using a tool (such as a speaking stick, wand, etc) so everyone 
has a chance to speak. 
11. Close each meeting by: 
a. Having a discussion or talking circle using the Talk About It discussion 
questions. Allow the group at least 10 minutes to talk about the questions and 
issues that are important to them. You could pre-select questions that apply to 
your group, or you could put questions on strips of paper and have each group 
member draw a question at random to discuss.  
b. Allowing at least 10 minutes for girls to complete a journal entry for the 
session. Journal entries are an opportunity for group members to express their 
thoughts, feelings, and questions, as well as to construct meaning and 
consolidate their learning, and can include a variety of formats – illustrations, 
concept maps, word splashes, point form, paragraphs. Guiding questions are 
provided that girls may choose to write about, or they may journal about a 
topic or issue that relates to their learning and is pertinent to them at that time. 
Review Journal Instructions for Counsellors for further information and list of 
questions. Remind girls that what they include in their journal will only be 
seen by themselves and the researcher.  
c. Thanking the group members for their participation. 
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12. As the group enters the final stages, remind the girls how many sessions remain to 
help members in preparing themselves for termination and closure of the group. 
Facilitate discussions of the feelings of loss and sadness that girls may experience 
with the ending of the group experience. Encourage girls to share their fears or 
concerns about leaving the group, as well as how they will apply their learning 
outside the group. Give girls the opportunity to discuss any unfinished business that 
they feel the need to discuss before the closing of the group. Lesson 7 and Lesson 8 
help to further prepare members for closure of the group through having girls identify 
supports, practicing asking for help, positive thinking and relaxation strategies, 
sharing their learning and giving feedback, and setting goals.  
13. Have fun! Remember your days in middle school and high school and enjoy the 
opportunity you have to help girls bond together, use their voices, feel heard, and 
learn to trust one another. 
 
 
 
 
 
 
 
(Adapted from Taylor, J. V. & Trice-Black, S.  2007. Girls in real-life situations: Group 
counseling activities for enhancing social and emotional development – Grades 6-12. 
Champaign, IL: Research Press.) 
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Participant Confidentiality Pledge 
 
During the group sessions, we will be discussing many issues that are important 
to all adolescent and teenage girls. In the group environment, you may wish to 
share stories and information to provide help and feedback to other group 
members. The most important rule in the group is confidentiality. 
Confidentiality means that you do not discuss what another member has said to 
anyone whenever you are outside of the group setting or not in the presence of 
the school counsellor. As long as nobody can overhear, you may talk about the 
group with your parent or guardian, remembering to keep the privacy of other 
group members. If you break confidentiality, you may be asked to leave the 
group. Please think carefully about this issue and sign the confidentiality 
agreement. 
 
 
I, _____________________________________________, understand what 
confidentiality means, and I promise that I will not reveal any information about 
another group member to anyone outside of the group. I understand that I can 
discuss the group with my parent or guardian in private. If I choose to break this 
confidentiality agreement, I understand that I may be asked to leave the group. 
 
___________________________________________   _________________ 
Your Signature                                                                  Date 
 
 
(Adapted from Taylor, J. V. & Trice-Black, S.  2007. Girls in real-life situations: Group 
counseling activities for enhancing social and emotional development – Grades 6-12. 
Champaign, IL: Research Press.) 
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Program Outline 
Lessons taken from:  Taylor, J. V. & Trice-Black, S.  2007. Girls in real-life situations: 
Group counseling activities for enhancing social and emotional development – Grades 6-12. 
Champaign, IL: Research Press. 
Lesson 1: Who Am I? Introduction: 
- Connect (p. 11) 
- Power Thinking (p. 13) 
- Masks (p. 16) 
- Talk About It (p. 24) 
Lesson 2: Self-Esteem 
- Connect (p. 139) 
- My Brag Bag (p. 149) 
- Talk About It (p. 152) 
Lesson 3: Body Image 
- Connect (p. 31) 
- Beating the Body Image Blues (p. 32) 
- Mixed Media Messages (p. 35) 
- She‟s All That (p. 37) 
- Fill Her Up (p. 40) 
- Talk About It (p. 42) 
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Lesson 4: Emotions 
- Connect (p. 83) 
- The Boiling Point (p. 84) 
- The Blame Game (p. 89) 
- Feeling Blue (p. 92) 
- Talk About It (p. 94) 
Lesson 5: Communication  
- Connect (p. 67) 
- Talking It Out (p. 70) 
- Body Language (p. 73) 
- Talk About It (p. 77) 
Lesson 6: Friendships 
- Connect (p. 99) 
- Mean Teens (p. 100) 
- The Social Jungle (p. 103) 
- The Silent Treatment (p. 110) 
- Talk About It (p. 112) 
Lesson 7: Reaching Out 
- Connect (p. 173) 
- I‟m OK, You‟re OK (p. 174) 
- Wall of Support (p. 176) 
- Chill Out (p. 164) 
Lesson 8: Who Am I? Closing 
- Connect (p. 205) 
- My Mantra (p. 206) 
- In the Future (p. 213) 
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Journal Instructions for Counsellors 
  
Journaling is an avenue for reflection and self-discovery, allowing girls the opportunity to 
solve problems, think critically, and construct meaning (Hiemstra, 2001). Group members 
will maintain a journal throughout the study to share their thoughts, feelings and views on the 
empowerment program, issues related to their learning and the empowerment of adolescent 
girls, or changes they notice within themselves. These solicited journals will be viewed by the 
researcher, providing the researcher access to the girls‟ life experiences, and girls will be 
writing their entries with this in mind (Mackrill, 2008). 
 Journaling time is included as a component of the closing for each group meeting with 
guiding questions provided for each lesson. There may be some girls who wish to use 
additional time outside of the group to continue their journaling. 
 Provide group members with the list of guiding questions for the lesson. Encourage 
girls to select a guiding question that resonates with them the most, or to journal about 
their own thoughts and feelings regarding the group, their learning, and their life 
experiences.  
 Girls can use a variety of forms to express themselves in their journal entries, using 
concept maps, mind maps, word splashes, point form, or paragraphs depending on the 
writer. Audiotaping can be another option for group members who have difficulty 
with written work. 
 Remind group members that journal entries will not be viewed by anyone other than 
the researcher without their permission. 
 Discuss with the group how journaling is a strategy they can use throughout their 
lives. It can help “release pent-up emotions, counter anger or frustration, and 
overcome or reduce the stress so typical in today‟s busy work world and lifestyle” 
(Hiemstra, 2001, p. 24). 
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Journal Guiding Questions 
 
 
Lesson 1: Who Am I? Introduction 
- How do you see yourself? How do you think others see you? 
- What do you hope to gain from this group? 
- What are the biggest challenges girls face today? 
- What impact did today‟s meeting have on you? 
- How will you use what you‟ve learned today in the future? 
Lesson 2: Self-Esteem 
- What are some things you are willing to try to enhance the way you feel about 
yourself? 
- What are some of the things you think are great about yourself, but refuse to flaunt? 
What makes it hard to flaunt those qualities? 
- What are some of the negative things you sometimes tell yourself? How can you 
replace the negative with positive thoughts? 
- What impact did today‟s meeting have on you? 
 - How will you use what you‟ve learned today in the future? 
Lesson 3: Body Image 
 -  What are girls really feeling when they criticize their bodies? 
- Who are the people in your life who love and accept you for who you are, not what 
you look like? 
- What impact did today‟s meeting have on you? 
- How will you use what you‟ve learned today in the future? 
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Lesson 4: Emotions 
- What did you learn about your anger? 
- What are some ways you express yourself when you are sad? 
- Why do you think it is easier to blame other people than to accept responsibility 
when a person gets mad? 
- What impact did today‟s meeting have on you? 
- How will you use what you‟ve learned today in the future? 
Lesson 5: Communication  
- How do you usually handle conflicts with another person? 
- When talking about problems, what makes it difficult for you to open up? 
- What impact did today‟s meeting have on you? 
- How will you use what you‟ve learned today in the future? 
Lesson 6: Friendships 
- Why do you think girls are relationally aggressive to one another? What can you 
do to help prevent this type of aggression from happening? 
- What is the most important thing you learned about yourself today? 
- Why do your friends like you? 
- What impact did today‟s meeting have on you? 
- How will you use what you‟ve learned today in the future? 
Lesson 7: Reaching Out 
- When is it most important for you to remember your wall of support? 
- What is the hardest subject for you to open up about? 
- Whom do you share your closest secrets with? Is it easy or difficult for you to do 
that? 
- What impact did today‟s meeting have on you? 
- How will you use what you‟ve learned today in the future? 
Lesson 8: Who Am I? Closing 
- What is your mantra? How will you use your mantra in difficult times? 
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- How will you let other people in your life know what is different about you? Do 
you anticipate any barriers or roadblocks? 
- How will you make sure you reach your goal? 
- What did you get the most out of in your girls‟ group experience? 
- List what you‟ve learned and how it will help you throughout your life? 
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Volunteering for the Research Study Counsellor Script  
 
Use the following script to introduce the empowerment group to all girls in your grade 7 
class: 
 
 Begin by introducing yourself. 
 
“This year, I will be holding a group especially for grade 7 girls. In this group, we will 
share information and discuss many different topics that are important to girls in your age 
group.  The purpose is to help you develop resources to manage issues you may face in 
your daily lives. The program is designed to be fun, while we look at issues like self-esteem, 
communication, healthy relationships, body image, friendships, healthy lifestyle choices and 
anger management.  
The group will meet once each week for 10 weeks, and each meeting will be about 
40 to 60 minutes long.  
If you decide to take part in this group, you will be expected to arrive on time, and 
show respect and empathy to other group members. The group will meet on ____________ 
at __:___.  Everything discussed in the group will be kept confidential or private. 
Confidentiality means that you do not discuss what another member has said to anyone 
whenever you are outside the group. If someone is at risk of hurting themselves or others, 
that cannot be kept private. We will talk more about confidentiality once the group begins. 
Another school counsellor is doing a research study on the effects of this program for 
her Master’s degree at Brandon University. She is looking for volunteers to give her 
information on what they think of the program. If you decide to volunteer for the research 
study, you will complete a 20 minute survey at the beginning and end of the program. You 
will also let the researcher view the work you complete as part of the program. Two or three 
girls from our group will be randomly picked and asked to share their ideas and thoughts on 
the program with the researcher. You can still be part of the group without taking part in the 
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research study. Those who choose to participate in the research study will also receive a gift 
for taking the time to help. Your thoughts and ideas may influence some decisions schools in 
Manitoba may make about what programs to provide for their female students. 
Do you have any questions?” 
 
Review Participant Consent Form and have any interested students sign and return 
forms. 
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Counsellor Script on Confidentiality 
Use the following script to clearly explain confidentiality and its importance to group 
members. 
 
“Thank you for choosing to take part in this group for girls. During the group sessions, 
we will be discussing many issues that are important to all adolescent and teenage girls. In 
our group, you may wish to share stories and information to provide help and feedback to 
other group members. The most important rule in the group is confidentiality. Confidentiality 
means that you do not discuss what another member has said to anyone whenever you are 
outside of the group setting or not in my presence. As long as nobody can overhear, you 
may talk about the group with your parent or guardian, remembering to protect the privacy of 
other group members.  
I can guarantee that I will keep our discussions confidential. However, there are 
some exceptions. If there is a danger of harm to you or someone else, I have to share that 
information with the appropriate people. In cases of child abuse, I have to talk to Child and 
Family Services or the police. I cannot guarantee that others in this group will also keep 
confidentiality. It is each person’s responsibility to keep the promise of privacy. If there is 
something very private that you wish to talk about, you may come to me to discuss it 
individually. 
Trust is a critical part of our group’s success. We need to know that confidentiality will 
be maintained. If you break confidentiality, you may be asked to leave the group. 
Do you have any questions? 
 
We are going to pledge our commitment to keeping confidentiality.” 
Review Participant Confidentiality Pledge. Have students sign and return forms. 
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INTERVIEW QUESTIONS 
 
 
Preliminary Questions: 
1. How old are you? 
2. Who lives with you in your family? 
3. How long have you been attending this school? Where did you go to school 
before? 
 
Participant Learning: 
4. How would you describe being an adolescent girl in rural Manitoba?  
 
5. What are the best things about being a girl?  
 
6. What are some of the challenges of being a girl?  
 
7. How do these things differ for urban and rural girls? 
 
8. When you first started this program with your school counsellor, can you recall 
what you were expecting or what were you hoping to learn? 
 
9. Have you noticed any differences in your class since starting this program?  If 
so, can you describe them? 
 
10. Have you noticed any differences in yourself since starting this program?  If 
so, can you describe them?  
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11. What changes have you seen in your interactions with: 
a. Your friends? 
b. Your family? 
c. Other students? 
 
12. How do you see yourself applying what you learned in the program in the 
future?  
 
 Empowerment Program: 
13. Can you tell me about three things that you did in the program that you really 
liked?  
 
14. Can you tell me about three that you did in the program that you did not enjoy 
as much? 
 
15. Would you recommend this program to other grade seven girls?  Can you say 
why or why not? 
 
16. Do you think it would be a good idea to include this program in schools for all 
girls? Why or why not?  
 
17. Is there anything else you would like to tell me, or anything else I didn’t ask 
about, or something you’d like to add to what we’ve already discussed? 
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APPENDIX E 
DATA 
 
Program Effects on Multidimensional Self-Concept Scale 
Program Effects for Aboriginal Students 
Program Effects for “Other” Students 
Multidimensional Self-Concept Scale Percentile Ranking 
Multidimensional Self-Concept Scale Percentile Ranking Aboriginal Students 
Multidimensional Self-Concept Scale Percentile Ranking “Other” Students 
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Program Effects on Multidimensional Self-Concept Scale 
 
Domains  Percent   Increase 
Social 4 
Competence 3 
Affect 17 
Academic 11 
Family 23 
Physical 5 
Total 15 
 
Program Effects for Aboriginal Students 
Multidimensional Self-Concept Scale 
 
Domains Percent Increase 
Social 0.6 
Competence 4.6 
Affect 10.6 
Academic 13.6 
Family 10.3 
Physical 50.8 
Total 19.5 
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Program Effects for “Other” Students 
Multidimensional Self-Concept Scale 
Domains Percent Increase 
Social 4 
Competence 3.8 
Affect 17.5 
Academic 11.7 
Family 24.3 
Physical 4.4 
Total 15.7 
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Multidimensional Self-Concept Scale - Percentile 
Ranking (continued) 
      
               Students Social Competence Affect Academic Family Physical Total Scale 
 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
27 48 33 66 87 50 71 83 89 48 64 64 67 64 80 
28 9 5 1 3 2 9 4 13 23 42 2 7 2 7 
29 83 96 71 93 88 95 74 87 66 95 71 77 83 94 
30 12 9 42 3 15 27 73 27 80 91 60 33 44 26 
31 84 66 73 66 64 58 67 74 42 56 74 83 71 73 
32 33 27 48 35 58 29 77 97 80 91 77 79 66 71 
33 33 50 42 58 26 50 66 71 52 44 52 67 44 58 
34 35 16 7 0.71 8 44 4 3 33 48 17 67 9 17 
35 13 42 64 40 58 89 40 92 60 95 60 99 50 88 
36 12 20 71 15 13 17 26 6 42 95 60 35 33 27 
37 1 5 21 13 15 12 17 15 15 20 40 16 8 8 
38 66 96 73 87 80 92 67 74 95 95 71 50 80 87 
39 50 48 21 42 40 64 27 56 60 71 40 50 42 58 
40 11 50 35 48 21 77 44 66 44 40 52 64 29 60 
41 42 56 29 50 73 64 36 56 27 21 50 50 42 48 
42 42 26 87 79 74 71 98 98 95 95 73 40 85 77 
               Av. %ile 41.69 43.45 42.34 43.97 44.49 52.2 41.49 46.42 48.07 59.26 46.74 49.52 43.42 50.3 
                 
Multidimensional Self-Concept Scale - Percentile 
Ranking 
      
               Students Social Competence Affect Academic Family Physical Total Scale 
 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
1 98 98 94 87 88 97 77 77 95 95 96 94 96 95 
2 48 3 17 6 44 40 74 36 52 66 58 36 52 23 
3 64 56 20 15 58 35 13 26 36 13 67 40 40 26 
4 84 83 88 83 83 77 66 77 71 66 73 67 84 83 
5 87 83 48 71 64 99 40 83 71 95 71 83 67 89 
6 58 21 58 42 50 44 9 11 26 23 52 36 36 26 
7 97 97 94 96 97 99.9 74 88 95 95 71 91 93 98 
8 84 79 35 66 52 80 36 40 40 95 58 71 52 77 
9 3 3 1 0.26 0.3 0.71 0.94 2 48 50 0.4 2 0.82 1 
10 7 11 2 6 20 15 17 12 12 12 23 20 7 7 
11 6 3 4 13 0.4 2 12 9 8 16 20 17 3 4 
12 97 50 42 21 64 64 36 21 29 29 23 33 50 35 
13 5 3 66 42 27 16 71 74 66 80 3 3 27 23 
14 12 79 87 64 84 88 74 27 23 67 79 66 64 73 
16 27 33 4 2 17 29 0.71 3 11 42 11 12 5 12 
17 13 66 66 79 8 64 3 60 33 74 26 71 13 73 
18 91 66 42 40 27 40 15 17 48 52 52 95 48 60 
19 6 56 66 84 93 95 83 83 50 60 79 74 67 84 
20 5 0.3 0.47 17 7 17 4 21 58 21 4 40 4 9 
21 33 26 42 42 44 50 40 36 56 35 35 11 42 29 
22 20 21 13 26 21 20 13 12 20 44 8 9 12 56 
23 77 77 9 73 60 74 13 36 74 95 44 64 48 74 
24 2 2 2 17 9 12 3 5 13 23 2 7 2 5 
25 66 71 56 58 71 80 73 74 56 91 71 67 71 79 
26 87 93 71 77 95 85 92 96 66 87 74 87 88 93 
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Multidimensional Self-Concept Scale - Percentile Ranking 
“Other”  Students 
    
               Students Social Competence Affect Academic Family Physical Total Scale 
 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
1 98 98 94 87 88 97 77 77 95 95 96 94 96 95 
2 48 3 17 6 44 40 74 36 52 66 58 36 52 23 
3 64 56 20 15 58 35 13 26 36 13 67 40 40 26 
4 84 83 88 83 83 77 66 77 71 66 73 67 84 83 
5 87 83 48 71 64 99 40 83 71 95 71 83 67 89 
6 58 21 58 42 50 44 9 11 26 23 52 36 36 26 
7 97 97 94 96 97 99.9 74 88 95 95 71 91 93 98 
8 84 79 35 66 52 80 36 40 40 95 58 71 52 77 
9 3 3 1 0.26 0.3 0.71 0.94 2 48 50 0.4 2 0.82 1 
12 97 50 42 21 64 64 36 21 29 29 23 33 50 35 
14 12 79 87 64 84 88 74 27 23 67 79 66 64 73 
17 13 66 66 79 8 64 3 60 33 74 26 71 13 73 
18 91 66 42 40 27 40 15 17 48 52 52 95 48 60 
19 6 56 66 84 93 95 83 83 50 60 79 74 67 84 
21 33 26 42 42 44 50 40 36 56 35 35 11 42 29 
22 20 21 13 26 21 20 13 12 20 44 8 9 12 56 
23 77 77 9 73 60 74 13 36 74 95 44 64 48 74 
24 2 2 2 17 9 12 3 5 13 23 2 7 2 5 
25 66 71 56 58 71 80 73 74 56 91 71 67 71 79 
26 87 93 71 77 95 85 92 96 66 87 74 87 88 93 
27 48 33 66 87 50 71 83 89 48 64 64 67 64 80 
28 9 5 1 3 2 9 4 13 23 42 2 7 2 7 
29 83 96 71 93 88 95 74 87 66 95 71 77 83 94 
30 12 9 42 3 15 27 73 27 80 91 60 33 44 26 
31 84 66 73 66 64 58 67 74 42 56 74 83 71 73 
32 33 27 48 35 58 29 77 97 80 91 77 79 66 71 
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Multidimensional Self-Concept Scale - Percentile Ranking 
Aboriginal Students 
        
               Students Social Competence Affect Academic Family Physical Total Scale 
 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
10 7 11 2 6 20 15 17 12 12 12 23 20 7 7 
11 6 3 4 13 0.4 2 12 9 8 16 20 17 3 4 
13 5 3 66 42 27 16 71 74 66 80 3 3 27 23 
16 27 33 4 2 17 29 0.71 3 11 42 11 12 5 12 
20 5 0.3 0.47 17 7 17 4 21 58 21 4 40 4 9 
Ave %ile 10 10.06 15.294 16 14.28 15.8 20.942 23.8 31 34.2 12.2 18.4 9.2 11 
 
 
Multidimensional Self-Concept Scale - Percentile Ranking “Other” Students 
(continued) 
    
               Students Social Competence Affect Academic Family Physical Total Scale 
 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
Pre-
Test 
Post-
Test 
33 33 50 42 58 26 50 66 71 52 44 52 67 44 58 
34 35 16 7 0.71 8 44 4 3 33 48 17 67 9 17 
35 13 42 64 40 58 89 40 92 60 95 60 99 50 88 
36 12 20 71 15 13 17 26 6 42 95 60 35 33 27 
37 1 5 21 13 15 12 17 15 15 20 40 16 8 8 
38 66 96 73 87 80 92 67 74 95 95 71 50 80 87 
39 50 48 21 42 40 64 27 56 60 71 40 50 42 58 
40 11 50 35 48 21 77 44 66 44 40 52 64 29 60 
41 42 56 29 50 73 64 36 56 27 21 50 50 42 48 
42 42 26 87 79 74 71 98 98 95 95 73 40 85 77 
               Ave %ile 40.5 42.26 40.52 42.07 42.79 50.32 38.99 43.59 44.38 55.19 45.29 47.33 42.32 49 
